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ABSTRACT 
SPRINGFIELD, THE ARMORY AND THE CIVIL WAR: 
USING LOCAL HISTORY RESOURCES 
TO DEVELOP BEST PRACTICE FIELD TRIPS 
FOR MIDDLE SCHOOL SOCIAL STUDIES STUDENTS 
MAY 2008 
ANN BARONE, B.A., MOUNT HOLYOKE COLLEGE 
M.Ed., WESTFIELD STATE COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Kenneth A. Parker 
This descriptive study identifies best practice for field trips for middle school 
social studies students, applies these principles in collaboration with the National Park 
Service at the Springfield (Massachusetts) Armory National Historic Site to offer a Civil 
War program to area students based on local documents and artifacts, and creates a model 
for other practitioners to develop local history programs. Based on the research, it 
describes elements of a successful field trip, defined as an effective learning experience 
which is fun and runs smoothly. 
The Civil War Soldiers, Civilians and Armory Workers program was considered 
successful by the 736 middle school participants from urban, suburban, private and 
homeschool groups over three years. The basic program was modified for each group to 
address student needs and revised over time. Responses to the open-ended 3-2-1 
Reflections measure were remarkably consistent across groups and years; participants 
considered the program successful. Participants reported learning about each major 
educational objective; longer activities were most often mentioned. Most respondents 
Vlll 
offered historical facts with very few errors. Most spontaneously offered positive 
comments while only 10% made negative remarks. Suggestions for improvement 
included having more and longer activities and less talking. 
Based on this research and the literature, models for best practice are presented for 
classroom teachers, for the Civil War program, and for historic sites. These each describe 
in detail the phases of effective field trips: 1) collaboration between teacher and site to 
set educational objectives, connect the setting and its resources to academic goals 
including state standards, and determine logistics; 2) classroom pre-trip activities to 
relate the trip to the curriculum and become familiar with activities; 3) during the field 
trip to engage in hands-on, authentic learning activities; and 4) post-trip activities to 
process what was learned. Recommendations for sites include offering one basic 
program tailored to individual needs, attending to volunteers, updating the program, and 
providing 21st century amenities. For participants, a successful field trip has activities 
that are hands-on, connected to curriculum, inquiry-based, authentic, set in the past, new, 
collaborative, multi-sensory, and creative; it also has good timing, passionate presenters, 
and welcoming facilities. 
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CHAPTER I 
INTRODUCTION 
Insanity has been defined as doing the same thing over and over again and 
expecting different results (Brown, 1983). 1 Thus, it follows that in order for students to 
perform differently on today’s high stakes examinations, their learning experiences must 
be changed. Students need to be engaged in academic activity to be learning. There are 
many teaching techniques that address student-centered learning in the social studies. 
Among these are activities that are based on local historical resources, particularly hands- 
on field trips. 
Statement of the Problem 
Field trips are one of the teaching techniques that many students enjoy; research 
has shown that field trips are effective ways for students to learn content and skills." 
However, only about 10% of teachers take their students out and about to visit local 
places of interest. Social studies methods courses and teacher education texts generally 
have limited information about field trips. Practitioners need more information about 
how to design, develop and implement effective programs that use available and local 
resources for them to be able to incorporate these into their courses of study. 
This study sought to identify best practice for social studies field trips for middle 
school students, to offer a program based on these principles, and to suggest a model that 
others can use to develop their own local resources. 
1 Although widely attributed to Einstein (e.g. Moncur, 2007), this insanity quote actually 
comes from a 1983 book. Sudden Death, by Rita Mae Brown (Maggio, 1996). 
See Chapter II for a literature review of field trips. 
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Overview of Historical Context 
No Child Left Behind Legislation and the Massachusetts Comprehensive 
Assessment System 
In the current political and educational climate of the United States, states and 
their schools are struggling to meet the controversial requirements of the No Child Left 
Behind Act of 2001. Among other requirements, this federal law (PL 107-110) mandates 
that public school students achieve proficiency on state examinations measuring 
academic content and skills. In Massachusetts, students must take the Massachusetts 
Comprehensive Assessment System (MCAS) tests measuring achievement based on state 
curriculum frameworks for designated grades and subjects (Massachusetts Department of 
Education, 2006). These high stakes test scores are used for many different indicators 
ranging from determining an individual student’s proficiency to the setting the district 
superintendent’s salary increases. There are many factors that have been correlated with 
low MCAS performance; students of color, and those from urban districts, poor families, 
non-English-speaking households, and/or with special needs are more likely to fail these 
tests than their more affluent suburban counterparts whose parents are well-educated. 
These federal and state laws mandate that students demonstrate academic 
achievement at specified levels. In Massachusetts, the focus of the testing is currently on 
mathematics, English language arts, and science and technology. History and social 
science proficiency criteria will soon be added; new tests aligned to the current 
frameworks are being developed and are presently in the “try-out” stage and will be 
piloted in the spring of 2007. Once they have been adopted, history and social science 
standards are expected to be included in graduation requirements. Thus, it is important to 
2 
be able to identify effective ways to help students learn proficiently in all the core 
subjects. 
The Massachusetts History and Social Science Curriculum Framework (2003) 
provide specific standards for content and skills for students through Grade 7. Beginning 
with Grade 8, each school district in Massachusetts can select the “history pathway” that 
best fits its needs; so in some districts eighth graders study American history while others 
take world history. The Massachusetts State Curriculum Framework provides specific 
topics of study in American history from the pre-Columbian period to the present. In 
Springfield, Massachusetts, eighth graders study American history from pre-Columbian 
times through the Civil War following the state curriculum framework requirements 
(Social Studies Scope and Sequence Suggestions, Springfield Public Schools, 2004). 
Students will again study American history for two years in high school along with a year 
of world history. The current MCAS test schedule includes a social studies test in grade 
7; however, the only time American history will be tested at the MCAS level is in high 
school after students complete the two-year sequence of U.S. History I and II. 
Urban Students 
Students from districts like Springfield, Mass, tend to perform more poorly on 
state tests than their more affluent suburban counterparts. Springfield is the largest city 
in Western Massachusetts with a 2000 census population of 152,082. Approximately half 
(56%) the city’s population is identified as white, and roughly a quarter is African 
American (21%), 2% is Asian, and a quarter (27%) is Latino (Massachusetts Department 
of Housing and Community Development (2006). Springfield is one of the poorest cities 
in the United States. According to recent census figures, it ranked sixth in the nation for 
3 
the percentage of children living in poverty. The U.S. Census Bureau’s American 
Community Survey found that 44.6% of children under the age of 18 years lived below 
the federal poverty line in 2006, which was a significant increase from 1999 when only 
31.6% of children in Springfield living in poverty (Freeman, 2007). 
Like other urban districts, the school population differs from the city’s overall 
population. Demographically, 50% of Springfield’s public school students are identified 
as Latino, 28% African-American, 20% White, and 2% Asian. Table 1 provides 
demographic information about selected aspects of Springfield’s school population as 
compared to the state as a whole. The student body is also characterized by significant 
immigration; 14% of students are limited in English proficiency and are enrolled in 
English Language Learning programs. More than 75% of all public school students in 
Springfield live in households at or below the federal poverty line (Mass. DOE, 2006). 
Table 1. Selected School Population Information for Springfield (MA) and Massachusetts 
Title % of District (Springfield) % of State (MA) 
First Language not English 18.9 14.0 
Limited English Proficient 13.6 5.1 ; 
Low-income 75-8 27.7 
Special Education 19-5 15.9 
(Massachusetts Department of Education, 2006) 
As Table 2 shows, students in Springfield are considered more likely to be “at- 
risk” for failing than the typical student in the state based on several different indicators. 
4 
Springfield students average more missed days of school, have higher suspension rates, 
are more likely to repeat a grade, and more likely to drop out before graduating. 
Table 2: Indicators of At-risk Behavior for Students in Springfield (MA) and 
Massachusetts 
A/- . .. mmm nn 
In 
umm mm -„ 
District State 
Grade 9-12 Dropout Rate 8.1 3-7 
Attendance Rate 89-3 94-i : 
Average # of days absent 17.4 10.8 
In-School Suspension Rate 9-5 3-6 
Out-of-School Suspension Rate 12.9 59 
Retention Rate 7.6 2.6 
Exclusions rate per 1000 - - 
(State Massachusetts of Education, 2006) 
Middle school students in Springfield score much lower in the MCAS tests than 
other students in the state as shown in Table 3. As an old New England city, Springfield 
has many of the problems common to decaying urban centers. Besides fiscal woes and 
high levels of unemployment, Springfield is a center of immigration. Many students 
speak English as a second language, come from homes with limited financial resources, 
and are considered “at-risk” academically. Collectively, their performance on 
standardized tests is significantly lower than their more affluent suburban neighbors’ test 
scores. According to the Massachusetts Department of Education in 2005, 69% 
Springfield students scored failing on the Math and 58% on the Science/ Technology 
eighth grade MCAS exams. In the neighboring town of Longmeadow, only 10% and 8% 
failed the tests, respectively, while in the Hampden-Wilbraham District as the failure 
5 
rates were 11% and 6%, respectively. One way to improve student performance on the 
state exams could be connecting content with field trips. 
Table 3: MCAS Scores for Middle Schools Students in Springfield (MA) and 
Massachusetts 
pltitpj | Jljj ' jjj 
Grade and Subject Advanced Proficient Needs 
Improvement 
Warning/ 
Failing 
Students 
Included 
District State District State District State District State 
GRADE 06 - MATHEMATICS 2 17 10 29 26 30 62 23 1,978 
GRADE 07 - ENGLISH IANGUAGE 2 10 30 56 46 27 23 7 2,070 
ARTS 
GRADE 08 - MATHEMATICS 2 13 7 26 22 30 69 31 2,022 / 
GRADE 08 - SCIENCE AND l 4 7 29 34 41 58 26 2,021 
TECHNOLOGY 
/ 
*-.-. . —. —. . . . . 
(Massachusetts Department of Education, 2006) 
Low performance on MCAS is not acceptable to government officials at the 
federal, state and local levels. NCLB legislation tracks the performance of districts and 
individual schools, and specifies consequences and remedies for schools which are 
“underperforming.” Because so much is at stake, raising student test scores is of critical 
importance. Teachers, schools and districts, particularly from at-risk urban areas, are all 
working with students to improve student scores to satisfactory levels and so avoid the 
label and consequences of “underperforming.” 
Building a Culture of Achievement 
In Springfield, “[t]he district is committed to continuous improvement for all 
students, faculty, and administrators. This commitment is detailed in “Building a Culture 
of Achievement,’ a comprehensive plan including benchmarks, strategies and progress 
indicators for three major goals: 
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1. To maximize the performance of all student learners; 
2. To maximize the performance and productivity of all adult learners; 
3. To maximize the quality and delivery of support for student and adult 
earning. ” (Springfield Public Schools, 2006; italics and bold in original) 
Because Springfield students test scores are so much lower than those of most 
students in the state (see Table 3), the first goal for the “Culture of Achievement” receives 
considerable attention throughout the district in an effort to bring student scores up to the 
proficiency levels. 
Administrators and teachers are working to develop and implement best practice 
for teaching concepts and content to students. One professional development program 
designed to improve skills and knowledge of Springfield’s social studies teachers is 
funded with a Teaching American History grant. This is a multi-year program 
coordinated by the City and the Five College Program in which a selected cadre of about 
40 city teachers from all grade levels work collegially with local college faculty who 
share information about their specialties. Various teaching methods and techniques are 
used throughout the workshops, including working with historic documents, inquiry- 
learning and exploring local history. The program includes a number of field trips to a 
variety of sites associated with American history. These excursions acquaint teachers 
with local resources and provide ideas for incorporating them into the curriculum to 
benefit student learning. 
Field Trips 
Students often consider field trips as one of the highlights of their school year. 
The literature has shown that field trips are effective ways of helping students learn both 
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content and skills. However, it has been estimated that only about 10% of teachers take 
their students on trips each year (Kregal & Duvall, 1981), and most of these are probably 
science or elementary teachers. Teachers report that part of the reluctance stems from the 
amount of work that is involved in planning and taking a field trip; for many teachers 
excursions are just not valuable enough to be worth the time and expense, especially in 
urban schools where the burden of funding the trip often falls upon the teacher and 
students. Given the increasing costs of taking students out of the classroom to learn, it is 
important for educators to know how to best design and implement such field trips to use 
the experience most effectively. 
While articles in the popular and professional literature sometimes contain 
“hints” and “guidelines” (often in the form of a sidebar accompanying the article) for 
conducting successful field trips, these are practical tips generally based on the author’s 
personal experiences and not necessarily grounded in research. Best practice for middle 
school social studies field trips has not been clearly defined in the professional literature. 
By providing information about how to organize and take advantage of field trips, it is 
possible that more social studies teachers might feel comfortable including them in their 
curriculum. 
For social studies students, field trips are excursions that take students out of the 
classroom to places of interest, often local historic or civic sites. A review of the 
literature shows that field trips for middle school and social studies students have not 
received as much attention from researchers as have programs for other levels and other 
disciplines, particularly science. Thus, the teacher who seeks to include field trips as a 
teaching method has little research-based information about the best way to use 
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excursions to teach his or her students. Current social studies education texts do not 
provide much direction to aspiring teachers wanting to include field trips in their plans. 
In one text (Martorella, Beal & Bolick, 2005) more information is presented on how to 
access technology to conduct a “virtual field trip” than on how to take students to the 
actual site. 
Furthermore, although there are many descriptions of historical sites and their 
programs, few are presented as a model for practitioners (teachers and local historians) to 
use in designing their own field trip programs for use with their own students and local 
sites. Nearly every town and city—at least in New England—has a local historical 
society and a story or two to share. The National Register of Historic Places lists 85,014 
sites (2006). Many of these could be used to help students learn material included in 
local frameworks and standards, if educators and historians were able to collaborate 
effectively in designing programs. 
Professional Development and Collegiality 
Teachers are colleagues who seek to learn more about their profession by 
sharing their resources, techniques, methods and insights with one another. (Almost) 
gone are the days when a teacher walked into his or her classroom, firmly shut the door, 
taught what and how s/he deemed best, and inked in a final grade on a report card. 
Today, classroom doors are open; content is specified by state curriculum frameworks 
and tested against standardized tests. Parents and community members, administrators, 
pre-practitioners and fellow teachers are welcomed into classrooms. District “learning 
walks” are designed to identify and share best practice (McKune, 2007). 
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One of the aims of Springfield’s Culture of Achievement is to provide teachers 
with resources and information about best practice so that their students meet district 
goals for proficiency. One possible outcome of this research might be a teacher 
workshop providing information about how teachers can develop and conduct field trips 
using local historical resources so that they could incorporate field trips into their 
curriculum plans. 
Specific Problem 
Teachers need to put theory into practice to help their students become successful 
learners. Like many other urban teachers, this author had been seeking ways to help her 
students, many of whom fall into the “at-risk” category, learn state-mandated curriculum 
material more effectively. For these eighth grade American history students in 
Springfield, Massachusetts, taking field trips, using local history resources, and providing 
opportunities for inquiry-based student learning had all been suggested as effective social 
studies teaching methods that go beyond the typical text book and classroom activities. 
The last major unit of study in social studies in Springfield’s eighth grade academic year 
centers on the Civil War. Since there had been no local field trip program addressing this 
topic, the author worked to develop and document an effective local program based on 
best practice to help students develop skills and learn the curriculum content. This 
program was based upon local artifacts and documents; in order to select them 
appropriately and to place them into historical context, the author researched on 
Springfield, the Amory, and the Civil War. 
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Statement of Purpose 
The purpose of this study was to identify best practice for field trips for middle 
school social studies students, and then apply these principles in collaboration with the 
National Park Service at the Springfield Armory to offer a Civil War program to local 
teachers and students, thus creating a model that other practitioners can use to develop 
their own local history programs. 
The questions this research addressed were these: 
• What is “best practice” for field trips for middle school social studies students as 
defined by the literature? 
• What local resources are available to address Massachusetts state curriculum 
frameworks on the Civil War? 
• Using these resources and “best practice” as defined by the literature, what 
activities can be developed to produce a successful field trip program addressing 
the needs of at-risk middle school social studies students? 
• How can this experience be used as a model for other educators and local 
historians to develop their own local programs? 
Best practice for field trips for middle school social studies students was 
identified through a review of the literature and then put into practice. The research 
suggests that the most beneficial programs are collaborative efforts between site 
professionals and educators, address specific curriculum goals, are well-organized, offer 
hands-on and interactive learning experiences, provide adequate preparation and follow¬ 
up for the students, and are led by teachers with specific training relative to the site and 
resources they will be using. 
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Springfield played a significant role in the nation’s development and in the Civil 
War. This study sought to develop a program geared to middle school students that was 
historically accurate and based upon local documents, artifacts, and sites. A wealth of 
local materials and resources from the nineteenth century, including several excellent 
histories of Springfield, provided different perspectives on life at the time. The program 
was built around local documents and artifacts with the Civil War and the Armory at its 
center. Although it did not address national events directly (such as battles, the causes of 
the war, or Lincoln’s presidency) it strove to show how local events are connected to 
what is in the student’s history textbook and to the state’s curriculum frameworks. 
The challenge in developing the program was to address specific state curriculum 
frameworks within the context of the field trip and to provide activities that capture and 
hold the attention of middle school students. By working closely with the local historic 
site (the Springfield Armory) staff and volunteers over time, the author designed a series 
of workshops and hands-on activities to help students better understand the Civil War era 
and its relationship to their city. Because field trips are holistic, curriculum objectives 
beyond social studies were be dealt with: for example, science and technology, 
mathematics and English language arts standards were addressed within the scope of the 
excursion. Once designed, the program was made available to the community, 
especially local teachers. This was done through workshops that provided teachers with 
background information and resources as well as information about the activities 
themselves and their historical context. 
The final part ol this study was to provide a model that other educators and local 
historians can use to develop their area’s resources and share them with their own 
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community. By identifying and implementing best practice, the author hoped to use 
those experiences to create a template for others to use in their communities and with 
varied historic places and events. 
Rationale and Significance of the Study 
Like much educational research, this study was designed to address both local, 
practical concerns as well as larger, theoretical issues. It extended the understanding 
educators have about best practice for field trips, especially for the specific group of 
middle level social studies students. To exemplify best practice, it offered a well- 
developed Civil War program for Springfield, Mass, area students and teachers centered 
on the Springfield Armory, the most significant historic site in the city. And finally, it 
provided a template that other educators and local historians can use to develop programs 
for their own communities. 
Best Practice 
“Best practice” has been defined as “a technique or methodology that, through 
experience and research, has proven to reliably lead to a desired result. A commitment to 
using the best practices in any field is a commitment to using all the knowledge and 
technology at one's disposal to ensure success” (SearchSoftwareQuality.com Definitions, 
2008). Although there are many studies about field trips, fewer focus on social studies 
students at the middle level, the concentration of this study, than on other disciplines and 
levels. Prior to this study, there had not been a research-based description of best 
practice for field trips to local historic sites. By exploring best practice, this study sought 
to make field trips more attractive to teachers by describing how to best design and 
conduct a trip. By offering specific information to support the use of field trips in social 
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studies and by providing techniques and methods educators can use to prepare and follow 
up their trips to maximize student achievement, this study hoped more students would 
benefit from well-developed and run field trips to local historic sites. 
Developing and Implementing Effective Field Trips 
A successful field trip can be defined as an excursion out of the classroom for an 
educational purpose that is fun, and runs smoothly. A successful field trip has several 
elements. It is designed so that the students successfully meet its educational objectives 
by engaging in various activities during the program as well as having adequate pre-trip 
preparation and follow-up activities. Participants have a good time, enjoying themselves 
and having fun throughout the program. Finally, the trip itself runs smoothly and safely. 
Satisfactory logistics include effective leadership, suitable timing for the program’s 
events and their transitions, and sufficient facilities and materials at the site. 
Field trips have been shown to be effective ways for students to learn content and 
skills. Students like to go on field trips. They generally enjoy the change of pace, the 
hands-on learning and the opportunities to socialize that field trips offer. To help the 
teacher best develop and provide these trips, this study addressed how to effectively 
collaborate with local sites, what kinds of preparation are helpful, what timing is most 
practical, and what kinds of follow up are most useful. 
Perceived Value v. Perceived Cost of Field Trips 
This study sought to offer specific information to support the use of field trips in 
social studies. Because field trips are often perceived as expensive in terms of time and 
money, teachers need to perceive them as valuable enough to be worth doing in order to 
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take their students out. One of the major reasons teacher give for not taking their 
students on trips is the amount of time and money required. 
Class time required for a field trip includes introducing and organizing the trip, 
distributing and collecting permission slips and money, pre-trip activities to prepare the 
students, the trip itself and the follow-up activities. Beyond class time, there is teacher 
preparation including the logistics of setting up the trip, securing permissions, and 
fundraising. Of course, there is instructional preparation including clearly identifying the 
purpose of the field trip as well as organizing the curriculum and integrating the trip’s 
activities into the unit of study. 
Money can be a significant factor in running a trip, especially when the 
destination is more than an hour away. Use of school busses may be restricted by the 
district to nearby locations; longer trips often need the more expensive coaches and may 
incur fuel surcharges. Grant money is scarcer for social studies programs than for those 
in “critical needs” area such as math and science which are more likely to have 
significant funding sources. While suburban districts and their parent-teacher 
organizations are often able to subsidize or even fully fund field trips, poorer districts 
especially urban and rural areas are less likely to have external funding. These students 
are also more likely to have limited family resources, and the needed fundraising 
activities are more apt to fall upon the teacher’s shoulders. Given all these difficulties, 
field trips need to be designed to be as efficacious as possible. Demonstrated value needs 
to be worth the total costs of the trip for the teacher to be “inspired” to take the trip. 
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Using Best Practice to “Sell” Field Trips as Valuable Teaching Methods 
At the middle school level where teachers work in teams, it is important for all the 
team members to “buy” into the trip. If they perceive the value of the trip as less than the 
class time it supplants, then they won’t be as supportive of the activities or may even 
“veto" the excursion. Knowing how to best make use of field trip time helps the lead 
teacher “sell” the trip to his or her colleagues and administrators. Including colleagues in 
planning the trip, especially when its objectives address interdisciplinary standards, can 
be helpful to a positive team decision. Students benefit when the activities and skills go 
beyond social studies and include math, English language arts, science and technology, 
family and consumer sciences, fashion, arts, architecture and other such related 
disciplines. 
Springfield, the Armory and the Civil War: An Exemplar of Best Practice 
Springfield, the Armory and the Civil War were selected as topics for this study to 
address the needs of the author’s students. Because the Civil War is one of the pivotal 
events in our nation s history, it was helpful to have a field trip in the state that centered 
on this significant era. The Springfield Armory is an important historical site, now 
owned and staffed by the National Park Service; it made sense to offer a well-developed 
program for area students that focused on its achievements and contributions to our 
American history. Places like the Armory bring those with passions for local history in 
contact with kids; some students may develop lifelong interests as a result of field trip. 
Although local history per se is no longer included in the state’s curriculum frameworks 
lor American History, knowing about and recognizing the contributions of one’s 
hometown is an essential component to being an informed citizen. In order to 
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incorporate local history into everyday instruction, the teacher must have acquired the 
needed information. 
Studying the Civil War 
The Civil War is the last unit of the academic year according to the Massachusetts 
State Curriculum Framework for U.S. History I. Since it falls at the end of the year, it’s 
the one most likely to be short-changed when assemblies, testing and special events 
crowd the calendar. However, as one of the most significant eras in American History, 
the Civil War deserves attention and time from students, not just publishers. The 
program developed for this study focused on the Civil War era. By developing and 
involving students in an extensive field trip with activities before and afterward to engage 
their interests, students may learn more than they would otherwise about the Civil War. 
Need for Local Civil War Trip 
The program developed for this study addressed topics not included in many other 
available programs. Students living in Massachusetts have a variety of field trips and 
locations they can visit that provide local connections to national events. Plimoth 
Plantation (2008), Old Sturbridge Village (2007), Minuteman National Historic Site (in 
Lexington and Concord) (2008), and the Lowell National Historic Park (2008 ) at the 
Boott Cotton Mills with the Tsongas Industrial History Center (2008) are among the 
outstanding private and public sites that offer terrific programs geared to the state’s 
American History curriculum frameworks. However, there was no comparable program 
in the Commonwealth providing information about one of the nation’s most important 
events: the Civil War. Fortunately, in the center of the Springfield sits the Armory which 
played a significant role during the Civil War. The Springfield Armory National Historic 
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Site has provided a number of activities pertaining to its role in the nation’s history. 
Until the program developed for this study, the Armory had not offered any special day¬ 
long educational programs for school children. 
Springfield has a fascinating history that is approaching the four hundred year 
mark. Local historians and societies provide tours, talks and small museums focusing on 
various aspects of the city’s past. However, none have offered a full day program for 
school children addressing significant units in the state’s social studies standards. 
The Springfield Armory 
Springfield, Massachusetts and the Armory occupy a fascinating place in 
American history. Yet, it is one that many local residents know little about. The 
distinctive iron fence that surrounds what was once the federal property is perhaps the 
most familiar landmark in Springfield. However, few students know what was fenced in 
(or out) and its role in the nation’s history; fewer still know the importance the Armory 
holds in Springfield’s development and in the development of the nation. The 
Springfield Armory was the first National Armory in the United States, and it 
manufactured military small arms from 1794 to 1968. In the nineteenth century 
especially, it had a significant effect on Springfield and the nation. This program can 
help these Springfield (area) residents to understand and appreciate their local history as 
well as the Armory’s contribution to the nation’s development and its connection to 
national events. 
Currently, the older central part of the former Armory Hill Shops contains the 
National Historic Site and the campus of Springfield Technical Community College 
(STCC). Most students in Springfield will attend or know someone who will attend 
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STCC on the grounds of the Amory. One benefit for middle school students who 
participated in the Civil War program was a visit through the college campus along with 
their field trip. 
National Parks have a mandate to provide educational programs. In previous 
years, this author had taken her students to the Armory while studying the mid-nineteenth 
century. The students enjoyed the Arms for the Nation program and began to ask other 
questions about the Armory and the Civil War. They visited the local historical museum 
to examine documents and gather information about the Civil War. A few years later, 
when this author was again teaching American History, she began looking for field trips 
to “anchor” each major unit. Programs were identified throughout Massachusetts for all 
the social studies State Curriculum Framework units except the Civil War. Now a 
National Historic Site, the Armory is an ideal for a Civil War program based on local 
artifacts and documents. Since part of the mission of the National Parks Service is to 
educate the public and promote scholarly inquiry (U.S. Department of the 
Interior, 2006) the author approached the Armory and asked about the feasibility of a 
Civil War program for middle school students. The professional staff at the Armory was 
willing and able to work with this author to develop a program for her students, with the 
idea that if it worked, other teachers could bring their students, too. 
Significance of the Springfield Armory 
The Armory occupies a central position in both the geography and the history of 
Springfield, Massachusetts. Although the town was settled about a hundred fifty years 
before the Federal Arsenal (and later the Armory) was established, the reasons it was 
located here are nearly the same reasons why Springfield was settled here on the banks of 
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the Connecticut River. The histories of the Armory and Springfield are intertwined. 
Springfield’s economic prosperity rose and fell with the fate of the Armory. It is 
impossible to tell the story of Springfield without including the Armory; the history of the 
Armory is driven by the interplay between local politicians, businessmen, citizens and 
federal officials. 
The Armory played a significant role in the industrialization of America (U.S. 
Department of the Interior, 2002). During the nineteenth century, the Connecticut River 
Valley area with the Armory at its center had established itself as the Precision Corridor, 
an area of innovation and economic growth similar to Silicone Valley in the .com era. 
The American System of Manufacturing was developed here. Uniformity, 
interchangeability and precision were watchwords of the day. 
The Springfield area was the site of many major inventions and technological 
advances throughout the nineteenth century. For example, Thomas Blanchard’s eccentric 
lathe revolutionized the manufacture of asymmetrical objects, beginning with gun stocks 
and including shoe lasts, furniture and a myriad of other items (Cooper, 1988). Other 
innovators were trained at the Armory or were working here directly or indirectly as a 
result of its presence. By the time of the Civil War, the Armory was well-established as a 
prestigious place to work. 
The Springfield Armory’s role in the war effort was important nationally. With 
the destruction of Harper’s Ferry, Springfield became the nation’s only federal source of 
small arms. With the declaration of war, its workforce suddenly grew more than tenfold 
from 360 at the start of the war to a high of nearly 3000 men. Within months, production 
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skyrocketed from about 250 to more than 1000 musket rifles a day. Springfield and its 
economy were immediately affected by the additional men living and working in the city. 
It should be noted here that many towns throughout New England, and indeed the 
nation, have “armories” and “arsenals” that are used to store arms and munitions for local 
militia. The Springfield Armory, however, differs because it was a federal installation 
under- the control of the Ordnance Department of the Army and it made small arms for 
the entire nation (Dutton, 1896). In addition to the Springfield Armory, an armory was 
established at Harper’s Ferry, Virginia in 1796 and another at Rock Island Arsenal, 
Illinois in 1904. 
Significance of Springfield’s Nineteenth Century History 
Located on the “frontier” in western Massachusetts, Springfield is the state’s third 
largest city. Although Boston is more likely to attract national attention, Springfield and 
the Armory occasionally get acknowledged in American history. The first time is as the 
location of Shays’ Rebellion in 1787 which is generally regarded as the immediate 
antecedent of the Constitutional Convention (Jacobs, et ah, 1990). Springfield is noticed 
again when the federal armory at Harper’s Ferry Virginia fell to the Confederacy at the 
beginning of the Civil War leaving Springfield as the sole federal installation making 
small arms for the nation (Shaw, 2003). There is generally another reference to 
Springfield in many history books, and that is a photograph of the 1887 Augustus Saint- 
Gaudens statue of The Puritan which stands just below the Armory Hill (Davidson, & 
Stoff, 1998). 
Economically, Springfield’s fortunes have risen and fallen with the fate of the 
Armory. The sleepy town set on the “wrong side” of the Connecticut River amidst 
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swamps, scrub pine and steep bluffs (the west side had the coveted fertile farmland) came 
alive and prospered once the Federal Arsenal was placed here during the Revolutionary 
War. During the nineteenth century, Springfield enjoyed a significant degree of 
prosperity even during the depressions that brought hard times to the rest of the nation, 
thanks to federal tax support for armory wages and extensive contracts with area 
suppliers. 
Enough interesting things were happening in and around Springfield during the 
Civil War era that it is an easy topic to develop for a field trip program. The Civil War 
was pivotal to the growing City of Springfield. In many ways, the events in Springfield 
are typical of how the nation met the call to arms. Politicians gave speeches, and men 
enlisted, were recruited, paid substitutes and got drafted. Eventually, the small African 
American community was allowed to enlist in the “colored” regiments such as the 54th 
Massachusetts Volunteer Infantry. Businesses geared up for war production. At the 
homefront, women and children especially did what they could for their loved ones. 
They sent letters with news from home, carefully shipped packages to supplement 
military supplies, and raised money for more. Other events were more specific to this 
area. The sudden influx of thousands of workmen severely strained the ability of the city 
to provide housing, transportation and other important services. At the Soldiers’ Rest, 
citizens cared for the thousands of wounded men (and others) returning home on the 
trains that stopped for refueling (for hours or even days) in Springfield. When private 
donations were no longer sufficient to meet the ever-increasing need, the city put on a 
Soldiers’ Fair. Area residents flocked to the Fair, which exceeded its modest goal of 
$1000 by raising an amazing $18,000 in 1864 (Bums et al., 1976). 
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Many nineteenth century events in our nation’s history have local connections. 
Events that might be intriguing to a middle schooler are noted as well as local 
connections to national events, such as the following three examples. John Brown’s first 
meeting with Frederick Douglass took place in Brown’s home in Springfield, and Brown 
continued a close association with the city for the rest of his life. The staunch 
abolitionist and Springfield Congressman, Dr. Chaffee, became the unwitting owner of 
Dred Scott, the man Stephen Douglas called “the most famous slave in America” during 
his debates with Lincoln (Elley, 2002). Another Springfield Congressman, George 
Ashmun, nominated Abraham Lincoln as the 1860 presidential candidate of the young 
Republican Party (Lincoln, A., 1860). 
Another significant connection between the past and the present involved the 
steady influx of newcomers throughout the nineteenth and twentieth centuries caused by 
the Armory’s need for a skilled workforce. Many of these immigrant armorers, some 
from abroad but many from other parts of the USA, often held religious beliefs that 
differed from the local established (puritanical) church. The discrimination they 
encountered by the “town fathers” of Springfield even forced them to hold their worship 
services on the Armory grounds until they could gain enough acceptance to build their 
own churches. In addition, there were more distinct lines of class and racial segregation 
than there are today which were reflected in the hierarchy of the Armory’s and 
Springfield’s society. Through examination of the roles of race, class and immigration in 
the Armory’s history, students can study the roots of an issue still affecting people in 
Springfield today. 
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Professional Development Opportunities: Culture of Achievement 
This research addressed the Springfield Public Schools “Culture of Achievement” 
goal (2006) of providing collegial opportunities to share knowledge and resources geared 
to maximize student performance. One part of the field trip program developed with the 
Armory included a teacher workshop. Teachers were given information so that they 
could integrate this program into their curriculum and prepare their students for the field 
trip and its associated activities. Each teacher received a tote bag full of resources, 
including primary documents used in and to support activities as well as the context of 
the trip. An important aspect of the workshop was identifying best practice for field 
trips so that teachers could most effectively utilize the Armory’s program. This training 
was not designed to provide teachers with general information about the Civil War, since 
most have already taken such coursework as part of their college studies. 
Template for Developing Local Programs 
There are often local history sites and resources that teachers can draw upon to 
engage their students in powerful learning experiences. Primary sources, documents, 
artifacts, and landscapes allow teachers develop inquiry learning projects and enrich the 
curriculum as well as deliver instruction. The advantages to developing a community’s 
local historical resources include benefits for students and their teachers as well benefits 
to the local historical society or site. This research provided the information for a model 
enabling educators and historians to develop their own resources. 
The National Park Service’s Teaching with Historical Places (2006) is a well- 
developed program for using sites from the National Register of Historic Places. Since 
1991, educators from across the country have developed lesson plans associated with 
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many of these sites in collaboration with local historians (Greenberg &Boland, 1993). 
However, the Teaching with Historical Places (TwHP) lessons are single lessons 
designed for the classroom, not full-day programs (TwHP, 2003). This research has 
expanded the Teaching with Historical Places template from a single classroom lesson to 
a full-day field trip program with extensive pre-and post-activities. 
Benefits of Using Local Historical Sites and Resources 
This research suggested a way for educators and historians to collaborate and 
develop programs through which young residents can access their local history. Students 
need to be grounded in their community and in history, literally. Youngsters in preschool 
or kindergarten often visit local places of interest—the fire station, a nearby farm or zoo, 
the local science museum. Yet, the historical societies, which may sit in the center of the 
city or town, are often ignored by its residents. Local historical societies and museums 
are a treasure-trove that can be used to address curriculum standards. When students can 
hold and examine artifacts and documents, especially from their own hometown, history 
becomes something real that they can touch. Local history is important in giving students 
a sense of home, grounding them with the tales of their own cities and neighborhoods. 
Place names get attached to people and their stories, helping students make the 
connections between local history and national events. For example, a major street in 
Springfield is Sumner Avenue which is named for Senator Charles Sumner, a staunch 
abolitionist who suffered a severe beating on the floor of the U.S. Senate (U.S. Senate, 
2006). Mason Square, a prominent landmark and also the neighborhood’s name, honors 
Primus Mason. Mason was a local African American forty-niner who found his fortune 
in the gold fields, and then returned to become one of the city’s prominent businessmen 
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and philanthropists. As informed citizens, with a sense of belonging and pride, those 
students and their families who are familiar with local sites may be more likely to 
become involved in their community. By knowing about the site, students are more 
likely to appreciate its value and respect its contribution. 
Benefits to the Local Historical Site of Developing Educational Programs 
Not only in Springfield, but throughout the nation many local stories remain 
untapped. By developing programs in collaboration with these sites, educators can help 
them share their mission. When these places become the destination of the trip, it helps 
them bring in more visitors with a concomitant increase in income. Students generally 
use facilities during weekdays when they are less likely to be busy and more able to 
address the students’ needs. Later, should they return with their families, they will again 
add to the visitor count of the historic site. 
Many small, local places are staffed by volunteers who typically have limited 
contact with youngsters beyond their own families. By sharing their wisdom and passion 
for local stories, these historians, who are often the ages of the students’ grandparents or 
great-grandparents, are building bridges across generations. As informed citizens with a 
connection to young people, they may become advocates for students and education. 
Benefits of Using Nearby Resources for Teachers and Students 
By identifying previously overlooked local historical sites, additional resources 
become available for students and teachers to use. Nearby places reduce travel time and 
cut costs when compared to more established but distant locations. They enable teachers 
and students to visit more than once, and even to establish ongoing relationships with 
these sites and people. 
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Teaching Methods in the Social Studies 
Going beyond the classroom opens up new resources and teaching opportunities 
for social studies students. Field trips, local historical resources, artifacts and landscape, 
document-based learning, living history, reenactment, simulation, inquiry-based learning 
are among the methods that teachers can employ to bring the past alive for their students. 
Field Trips 
Field trips can be short walks around the school and its neighborhood, quick trips 
to a local museum, day-long programs reached by bus, or even extended overnight trips 
to “exotic” places. The activities of field trips can vary from a single simple activity that 
fits into one lesson period, such as sketching local architectural features, to a multi-day 
course with several workshops built around a common theme, such as the nineteenth 
century maritime industry. 
Field trips can be great ways for students to learn effectively by providing 
powerful learning experiences where students learn by doing. This active engagement 
involves the whole child, letting the students use learning styles that tap into different 
multiple intelligences. Because some of the activities in such programs are not language- 
based, students can leam the concepts independent of their English language literacy 
skills. Students make connections between disciplines and use skills acquired in the 
classroom to engage in the program’s activities. Because excursions, by definition, 
involve being away from the classroom, they change the pace of learning. They can 
renew an interest in learning. They provide a different perspective on the topic. 
Students have time for socializing, an important element of the young adolescent’s life. 
Teachers and students (and their chaperones) encounter each other differently outside of 
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school, often getting to better know each other in important ways. Field trips help classes 
develop a sense of community through shared experiences. Students share a common 
bond of success especially when they solve the real world problems that they encounter. 
Field trips teach the survival skills of modem life. Students encounter people in novel 
situations who may be different from themselves. Through experience, students leam 
how to behave appropriately in a variety of non-school settings. Especially for students 
whose experiences beyond the family or neighborhood are limited, trips away from 
school can broaden their horizons. Students leam how to deal with the unexpected. 
Through field trips students can meet working professionals and even kindle a lifelong 
interest. Youngsters this age often enjoy delving into very specific subjects and becoming 
experts on some of the most unusual topics. By interacting with the local people who are 
passionate about their bit of history and love sharing it with youngsters, students might 
even consider becoming historians. 
Local History Resources 
Nearly all New England towns (and many in other regions of the country) have 
local historical societies and museums that tell the stories of the past and provide 
collections of significant documents and artifacts from that community’s history. Oral 
histories from participants and veterans of significant events are powerful teaching 
resources. Sometimes such people may establish and even staff local historical sites, thus 
providing a living bridge between generations. Other nearby places that may be of 
interest could include National Historic Sites, town halls and libraries, monuments and 
markers, college archives, and even commercial records and collections. 
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Local sites can often be connected with historical inquiry projects in which 
students ask their own questions and seek answers in part by their on-site research. Local 
historic sites lend themselves to these sorts of activities by encouraging students to 
develop and pursue their own interests in the context of their local communities. 
Artifacts and Landscapes 
. One fascinating way to take advantage of what a local site has to offer is to 
examine its artifacts and the landscape. When students handle and examine the actual 
objects from the past, they literally touch a piece of history. Whether clothing, tools or 
even old books, artifacts can help students make personal connections to people and 
events long gone. In this age of virtual reality, many students have little experience with 
investigating and examining the real thing. With an artifact that is “up close and 
personal,” students can determine relative size and weight; they can look at wear patterns 
and usage marks, and they can begin to form images of who used it and how it might 
have been used. With more valuable or older artifacts, students can learn the skills of 
handling items while wearing the protective white gloves that curators use. Of course, 
some valuable artifacts are for display only, and replicas might need to be substituted for 
the hands-on experience. 
The story that landscapes reveal can help students to understand the history of a 
place—where people lived, walked, built, farmed or even fought can be observed in the 
ways that the land has been used. Historic landscapes can include places that have been 
set aside such as cemeteries or perhaps abandoned such as old empty factories, or they 
may be areas still in use such as downtowns and older neighborhoods. Other features of 
the landscape tell the story of what once was: old stone walls and apple trees show where 
29 
meadows and orchards stood; lilacs and spearmint identify the location of front doors and 
herb gardens from days gone by. There are still many surviving depression-era projects 
such as murals in post offices, bridges, and public parks students may be able to visit in 
their local communities to get a sense of the past. 
Document-Based Learning 
While secondary sources such as textbooks are very useful in providing 
background material and scaffolding events, their causes and consequences, students who 
use primary sources can begin to draw their own conclusions about events, people and 
ideas. Historical documents are windows into the past. Personal letters, diaries, and 
photographs let us glimpse life as individuals saw and recorded it. Legislative 
documents, newspapers and speeches are some of the public records from which our 
histories are written. With so many searchable data bases available, students can easily 
access and examine virtual documents about nearly every historical or contemporary 
topic. They can download and even print excellent facsimiles of the originals. 
Document-based learning adds depth and perspective to student understanding of the 
past. Understanding, interpreting, and using primary sources are important skills for the 
history student. Increasingly, programs using these techniques are being touted, 
especially to help prepare honors students for Advanced Placement exams that test a 
student’s ability to answer document-based questions. 
Unlike those documents preserved by the National Archives or even some state 
archives, many local artifacts are not part of a larger, searchable database. Their stories 
remain shrouded in the sometimes forgotten boxes carefully protected by the local 
historical societies. By identifying and sharing these treasures with students through 
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local programs, these pieces of our past can become part of their understanding of our 
common history. 
Living History, Reenactment, Simulation 
Living history museums and reenactments are attempts to recreate life and events 
from the past. Some are especially well-researched and well-funded institutions such as 
Plimoth Plantation, where a visitor can step into a New England village from 1627 
(Plimoth Plantation, 2008). Others are gatherings of amateurs who have an interest in a 
particular time period or group of people. Some reenactors have identified, researched 
and portray specific individuals, while others have put together a composite persona who 
might have lived at the time, particularly if they are portraying a common person (such as 
a foot soldier or shop worker) rather than a famous figure such as a general or political 
leader. One common characteristic these reenactors seem to share is a passion about their 
“lives” in the past; some even consider their “day jobs” just a means to support their 
avocation. Students who meet and talk with these reenactors often walk away with a 
sense of history that would never be learned just from a book. 
Simulations are ways that students can enter the world of the past and experience 
a bit of what it might have been like back then. They are generally not designed to be 
holistic portrayals of the past in the way that reenactments are. Rather a simulation 
involves students in a specific activity that is representative or typical of an historical 
period. As participants, students can literally get a feel for what people of the past might 
have experienced. 
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Inquiry-Based Learning 
Inquiry-based programs place the focus of responsibility of a student’s learning 
on the student. The student begins with questions and then seeks answers using the 
available resources. With a focused curriculum such as those mandated by state 
frameworks, the questions may be posed by the instructor. When students can develop 
and ask their own questions, they are often more involved and motivated to find answers. 
While some students may be involved in long and formal student-centered research 
projects such as National History Day (2007), other students are more likely to ask 
“little” questions about historical events that need simpler answers. 
In Springfield, the district has been working closely with the University of 
Pittsburgh’s Institute for Learning (2007) as part of the Culture of Achievement goal to 
maximize learning.3 Part of this philosophy is to have students learn by doing; in social 
studies that translates for some students into independent research with students 
identifying a topic and then finding out about it. “Essential Questions” in which the 
day’s lesson revolves around addressing a big idea offers another way to organize 
instruction in social studies. These are the big questions that help focus student inquiry- 
based learning. 
The workshops offered at local historic sites can provide experiences, documents 
and artifacts that lend themselves nicely to a student’s questions and search for answers. 
In the informal setting of a field trip, students can explore those things that attract their 
There are eight Principles of Learning: Organizing for Effort, Clear Expectations, Fair and Credible 
Evaluations, Recognition of Accomplishment, Academic Rigor in a Thinking Curriculum, Accountable 
TalkSM, Socializing Intelligence, Self-management of Learning, and Learning as Apprenticeship. These are 
used throughout Springfield Public Schools as the foundation for effective lesson planning and instruction. 
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interest. When programs are staffed, students are able to explore their ideas with 
knowledgeable people while they are thinking and wondering about the activity in which 
they are involved. The staff may find themselves acting as mentors to young 
researchers. 
Summary 
The purpose of this study was to identify best practice for field trips for middle 
school social studies students, and then apply these principles in collaboration with the 
National Park Service at the Springfield Armory National Historic Site to offer a Civil 
War program to local teachers and students, thus creating a model that other practitioners 
can use to develop their own local history programs. 
The questions this research addressed were these: 
• What is “best practice” for field trips for middle school social studies students as 
defined by the literature? 
• What local resources are available to address Massachusetts state curriculum 
frameworks on the Civil War? 
• Using these resources and “best practice” as defined by the literature, what 
activities can be developed to produce a field trip program addressing the needs of 
at-risk middle school social studies students? 
• How can this experience be used as a model for other educators and local 
historians to develop their own local programs? 
“Best practice” has been defined as “a technique or methodology that, through 
experience and research, has proven to reliably lead to a desired result.” A successful 
field trip can be defined as an excursion out of the classroom for an educational purpose 
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that is fun, and runs smoothly. It is designed so that the students successfully meet its 
educational objectives by engaging in various activities during the program as well as 
having adequate pre-trip preparation and follow-up activities. Participants have a good 
time, enjoying themselves throughout the program. Finally, the trip itself runs smoothly 
and safely. Satisfactory logistics include effective leadership, suitable timing for the 
program’s events and their transitions, and sufficient facilities and materials at the site. 
Students from districts like Springfield, Massachusetts, which is the sixth poorest 
city in the nation, tend to perform more poorly on state tests than their more affluent 
suburban counterparts. Students in Springfield are considered more likely to be “at-risk” 
for failing than the typical student in the state based on several different indicators 
including having a first language that is not English, being limited English proficient, 
having a low family income, and requiring special education services. The city’s public 
school system instituted a “Culture of Achievement” program to address these issues. 
One part of that program was to maximize the quality and delivery of support for student 
and adult learning. Among the professional development opportunities for its teachers 
was a Teaching American History grant that highlighted the use of field trips as a useful 
method. 
The author taught American History in Springfield and was looking for field trips 
to align with the state curriculum units as a way to help her students improve their 
performance on the standardized tests. There were no local field trips associated with the 
Civil War, so she approached the Springfield Armory National Historic Site to arrange 
for one. Springfield and the Armory played significant roles in the development of 
manufacturing and industrialization in the nation as well as supporting the efforts of the 
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Civil War and in events leading up to it. Although the Armory is situated prominently in 
the middle of Springfield, few local residents are familiar with its place in the history of 
the city or the nation. The Armory agreed to collaborate with the author to develop a 
hands-on program for middle school students about the roles Springfield and the Armory 
played in the Civil War era. 
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CHAPTER II 
OUT AND ABOUT: A LITERATURE REVIEW OF FIELD TRIPS 
EMPHASIZING MIDDLE SCHOOL SOCIAL STUDIES LEARNING 
Field trips have been part of education for centuries (Atyeo, 1939; Krepel & 
DuVall, 1981). The Greek historian, Herodotus, traveled to confirm reports about life 
and events in faraway lands. Aristotle and Socrates advocated their use. Ancient Greek 
and Roman youths sojourned to Alexandria and other centers of learning. To complete 
their apprenticeships in the Middle Ages, young journeymen traveled to different regions 
of their countries before settling to practice their trade. In 1571, a Danish professor, 
Peder Sorenson (later Latinized to Petrus Severinus) advised his students to go out and 
about: 
“Go my sons, bum your books, 
Buy yourselves stout shoes, 
Get away to the mountains, the deserts, 
And the deepest recesses of the earth. 
In this way and no other 
Will you gain a true knowledge of things 
And of their properties.” 
(in Pruitt, 2001) 
From the Renaissance to more modem times, young gentlemen (and later young 
ladies) took the Grand Tour of the continent to complete their educations. By the end of 
the nineteenth century, students were taking “school excursions” to experience personally 
what might otherwise just be gleaned from books and vicarious classroom learning. 
Today, students take walking tours into their neighborhoods to study architecture, head 
downtown to town halls to observe civics in action, and explore the treasures of museums 
and preserved historic sites to glimpse into the past. How have such field trips become 
an established teaching technique in social studies education? 
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Early Field Trips 
German School Excursions 
One of the earliest written reports of school excursions dates back to the late 
eighteenth century, according to Atyeo. He reported on a schoolmaster, Salzmann, in 
Germany who typically took his students on treks in order that they might “love nature, 
observe keenly and travel extensively” (Atyeo, 1939, p. 14). Students prepared 
elaborately so they knew about the land and customs of the provinces they were visiting. 
They trudged over rough roads, ate the simplest foods, and slept on straw. The daily 
itinerary, all accomplished on foot, would be exhausting to the 21st century student and 
teacher. Records from one trip (circa 1800) show that the students began the day 
“with early mass in a Catholic church, after which a tour was made of a cathedral 
under the direction of a priest. A Benedictine and Carthusian Monastery were 
visited in order that a comparison might be made. After a trip to a nunnery, the 
group visited a school of art and listened to an explanation of the paintings. In the 
course of the day the Imperial Library, a fortress, an arsenal, an orphanage, and 
museum were included in the itinerary. To conclude their program, the group 
visited a cell once occupied by Luther. 
“Salzmann’s excursion may well be considered too strenuous for an adult 
to say nothing of some of the six-year-old boys who made them. Is it any wonder 
that the children’s parents complained of the severity of the trip?” (Atyeo, p. 15) 
The German learning treks continued through the early 1900s, although one hopes 
they became a bit less strenuous for the youngest boys. Accommodations became more 
luxurious with the opening of a few youth hostels to provide lodging for elementary 
students traipsing about the country. By the early thirties, there were about 2,000 hostels 
in Germany which provided nearly 5 million nights’ lodging (Atyeo, p. 12). Some 
German students took excursions weekly, others only three or four a year, depending 
upon local regulations and teachers. Atyeo reported that one of significant and 
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unexpected outcome of the excursion as a learning method was the development of local 
museums. Students who had visited museums were encouraged to help build up the 
small museums in their home towns. 
Beginning of English School Excursions 
England also developed a system of school excursions for students. Again Atyeo 
described one of the earliest recorded English excursions. A casual remark made by a 
geology teacher, J.H. Cowham, in 1877 about what an advantage it would be to be able to 
study a real glacier, led to a trip to Switzerland. The students became very excited about 
this possibility and planned the trip in detail, each saving a shilling a week. The 
following summer, Mr. Cowman and about sixty of his pupils went to the Swiss Alps to 
see and study a “live" glacier. The excursion program gained popularity. By 1911 the 
School Journey Association was formed by British teachers to encourage the use of 
excursions. It provided for financial backing, insurance, railway fares, and inexpensive 
lodgings. Its motto, “Travel is the slayer of prejudice,” described one of its main aims. 
The organization is still active today; it continues to be run exclusively by teachers as a 
non-profit. It promotes travel both in the Homeland and abroad, sponsors trips and 
provides financial assistance for children in need who wish to accompany their peers 
(Gallallv. 2004). 
Other Early Field Trips 
Atyeo reported on more limited excursion programs in some other European 
countries and in Japan, each designed to meet national aims. For example, in Russia, the 
Young Communist Party led trips to some of the great factories to acquaint young men 
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and women with the industrial program of Russia; it arranged visits to large cooperative 
farms and to other places such as the Historical Museum in Moscow. 
The conclusion Atyeo drew is that the school excursions have had a profound 
influence in liberalizing the traditional school curriculum. At a time when Europe was on 
the brink of another great war, Atyeo believed that excursions had the potential to further 
international understanding and world peace. 
Field Trips in American Education 
Early American Field Trips 
Americans have always been fond of informal learning through travel. Each 
generation appears to be intrigued by the innovative idea of educational field trips. It 
seems probable that even in colonial times, teachers brought students outdoors to observe 
and learn first-hand from the resources around them. In the eighteenth century, Benjamin 
Franklin is reported to have advocated visiting neighboring plantations to observe and 
learn from what other farmers were doing (Atyeo, p 44). In the mid-nineteenth century, 
Transcendentalists such as Henry David Thoreau brought students outdoors to study 
nature directly. One writer called these field trips “a new idea at the time” (Tharp, 1989). 
At the turn of the twentieth century, Charles McMurray (1895) described how to conduct 
a field trip for the study of geography. He was identified in Krepel and DuVall (1981) as 
one of the first American proponents of field trips. Henry Atyeo’s 1939 classic, The 
Excursion as a Teaching Technique, documented the burgeoning use of field trips 
throughout America. He also sought to establish the value of field trips through his own 
experimental research. Since then, there have been many educators and researchers 
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advocating field trips for students at all levels and in many different disciplines and for a 
variety of purposes. 
About a century ago, American teachers began to use field trips to enhance 
classroom learning. The American concept of school excursions differed from the 
European walking trips (Atyeo, 1939). Geography and distance factored into these 
differences. While a group of German students could visit many different destinations in 
a day’s walk, Americans had fewer cultural resources that close to their schools. 
American students were considerably less inclined to walk or bicycle places any distance. 
Very inexpensive railway travel was also available to European but not American 
students. American school trips tended to be short trips to local museums, manufacturing 
or industrial centers, or even nearby parks. 
Field Trips as Informal Education 
Beginning in the nineteenth century, excursions were viewed as part of a child’s 
informal education. Families were encouraged to travel with their children to broaden 
their horizons. Often times, school field trips were designed to be brief and leave the 
student wanting more. As early as 1931, educators speaking at the Conference of 
Childhood Educators (in Atyeo, 1939) anticipated that families would return to attractive 
places for longer visits if field trips were successful. Even today, curators speak of 
museum field trips as the student’s introduction to a lifetime of museum visits (Griffin, 
1998; Herzy, 1996; Pace & Tesi, 2004). 
In the early twentieth century, informal education and travel were also considered 
important tor the less affluent. The day camp movement was one example of this trend. 
The future First Lady, Mrs. Herbert Hoover, worked with the Girl Scouts to encourage 
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“girls to get off the streets” by establishing one of the first day camps in 1921 in Chicago 
(Mitchell, 1961). One of the original ways of providing a field-based education, day 
camps became a leading way to extend a child’s learning beyond the classroom. 
During the sixties, “culturally disadvantaged” youngsters who “lacked real-life 
experiences” were sent on field trips. The City of Milwaukee made these trips the “focal 
point of their curriculum” so that these students might “have a background of 
knowledge... so necessary for school success” (Nuhlicek, 1967 in Krepel and Du Vail, 
1981, pi 1). Today, field trips are still promoted as one way of helping “at-risk” students 
succeed in their studies. Alternative high schools feature them to help their students 
succeed (Grobe, 2002). Low socio-economic students go on field trips to expand their 
world and their “knowledge base... in a fun and unique way” (Gustafson, 2002, p4). For 
English language learners, field trips are guided exposure to a new reality that can 
motivate them to speak in English (Pasquier, 1994). Museum programs can motivate at 
risk students and encourage them to stay in school (Floyd, 2004). Field trips have been 
shown to help students with lower pre-test scores make greater gains than their higher¬ 
scoring peers (Disinger, 1991). 
History of Research on Field Trips 
By the 1920s, the field trip was being recognized in the professional literature as 
an educational technique. About a generation after the Germans began marching their 
youngsters around the countryside, Americans were regularly adding excursions to their 
school activities. From 1920-1924, only four articles were noted in a literature review, 
but that number grew quickly, with 19 being reported published in the next five years, 
and 45 a decade later, from 1930-34 (Atyeo, 1939). Today, the professional literature 
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shows “field trip” to be a popular topic; a search of one data base alone (ERIC-CSA, 
2005) shows nearly 4500 articles, more than 400 of them written in the last five years 
alone. 
Field trips take a significant amount of time and energy to organize and run. 
Consequently, not many teachers extend teaching beyond the classroom. In a 1981 study, 
only ten percent of the teachers who responded to a survey said they had taken their 
students on a field trip (Kregel & Duvall, 1981). 
American students like to travel beyond the classroom for hands-on experiences 
in the natural environment. Much of the field trip research has centered on science- 
related topics. For secondary schools, biology field trips and geology seem to be popular 
areas of study. Younger students seem to visit fire stations, museums and parks, if the 
literature reflects the trips that classes take. One researcher studying science field trips 
reported that twenty million elementary and junior high students take visits to museums, 
science centers and other informal learning environments each year (Kubota & Olstad, 
1991 in Ramey-Gassert et al, 1994). If one were to add high school students and trips to 
other destinations such as government buildings and historic sites, the number of students 
learning outside the classroom becomes very impressive, indeed. 
There is less research available concerning field trips for social studies or even for 
middle school students. Much of what is written concerns places to take students and 
ways to conduct the trips. Other accounts reflect upon a teacher’s experience of the fun 
and challenges field trips offer. Although fascinating, this research does not address the 
efficacy of field trips in learning social studies and history. Therefore, to better 
understand the role field trips can play in student learning, it is necessary to draw from 
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related studies in other disciplines, particularly science, as well as what is written about 
social studies. 
Efficacy of Field Trips 
Field trips have been shown to have many benefits for students. Students who go 
on well-planned and well-run field trips learn more than their peers who stay in the 
classroom. Their attitudes towards and interest in the subject are improved. There are a 
number of social benefits for the individual and the class. 
Field Trips and Learning 
Field trips generally enhance memory and improve knowledge of facts and 
concepts. Falk and Balling (1982) found elementary students continued to show higher 
levels of learning one month after a trip to a science center or into the woods behind the 
school. Kern and Carpenter (1986) found no significant differences on knowledge 
measures between college students who went on a field trip and those taught in the 
classroom, but did find that those who went on the field trip had significantly better 
responses on higher-order learning questions. In their literature review, Lisowski and 
Disinger (1987) reported on studies from the 1930s in which students showed increases 
in cognitive learning. Fraser (1930) and Ratins (1936) showed that students who had 
field-based knowledge had a higher ability to generalize and apply principles, although 
their levels of knowledge (memorization) were no higher. Lisowski and Disinger also 
reported that MacKenzie and White (1982) showed active field learning produces a 
greater understanding and retention of principles than passive classroom learning. In 
their own 1991 study Lisowski and Disinger showed that students with the lowest pre-test 
scores showed the greatest gains in post-test scores after a week of field-based activity. 
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For all participants, there were gains in concepts and knowledge. They concluded that 
field-based programs are effective ways for students to understand and retain ecological 
concepts. Prather (1989) in another literature review of science field trips found 
increased factual and conceptual knowledge as a result of field trips. However, Knapp 
(2000) found no differences on a measure of facts and knowledge between the groups 
who went on a field trip to a park and those who did not. Cox (1993) found that learning 
disabled students remembered much of what they learned two weeks after a field trip to 
an ice cream factory, and they were able to write or draw about their trip and what they 
learned. 
The emerging literature on virtual field trips suggest that they can be as effective 
as actual trips in terms of student learning, especially when the virtual activities are 
nearly identical to those of students in the field. However, students can be insistent that 
virtual field trips supplement and not replace actual excursions beyond the classroom 
(Spicer & Statford, 2001). 
Field Trips and Student Attitudes 
Field trips improve student attitudes toward the subject. Knapp (2000) showed 
that those who went on a field trip remembered positive attitudes toward the park and the 
visit and wanted to learn more than those who did not. Orion and Hofstein (1991) 
investigated high school geology students about their attitudes toward field trips. They 
found that after a one day trip (with seven separate learning stations and activities), 
students’ attitudes towards field trips changed in favor of greater learning activities and 
less social activities. Prather (1989 literature review) also concluded that field trips 
helped students meet affective objectives. Ramsey-Gassert, Walberg, & Walberg (1994) 
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investigated trips to science museums and concluded that such excursions improve 
student attitudes toward science and technology. They found that field trips increase 
motivation to learn. Students’ attitude to and interest in art increased when schools and 
museums collaborated with special site-based programs (Floyd, 2004). Schneider (2004) 
found that after an informal science learning experience, students were better able to 
connect to traditional elements of school than before. Ramsey-Gassert and her 
colleagues report that museum trips nurture curiosity and that the sparks kindled from a 
school visit may surface years later. Smith (2004) found that field trips can have life¬ 
long influences. College students who had attended a NASA Space Camp trip in eighth 
grade regarded their high school and college math and science courses favorably; most 
had taken extra and /or advanced courses and attributed their continued interest in the 
field and potential career as a direct result of the space camp field trip. 
Affective Goals 
Field trips can build community by developing and extending friendships and 
relationships among members of a class (Grobe, 2002). For some, the “very best part [of 
field trips] is social” (Giacalone, 2003). On an extended middle school science class trip, 
she reports students helped each other, offering special assistance to a “handicapped 
boy.” Students who never associated with each other at school, grouped together in the 
field so that “no one is left out.” Schneider (2004) found increases in student self-esteem 
and improved classroom behavior as a result of field trips to museums and other informal 
learning centers. Pace & Tesi (2004) interviewed young adults about field trips they 
remembered from their schooldays. Six of the eight respondents noted social benefits of 
field trips and the positive break from the classroom routine. Especially on overnight 
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trips, they recalled bonding with peers and adults and enhanced positive interactions with 
students that they normally didn’t socialize with. 
In Ramsey-Gassert et al’s 1994 review, they concluded that science museum trips 
addressed gender issues positively. Because of the non-evaluative enticing nature of 
science exhibits, girls were more likely to become engaged in scientific inquiry and 
learning than they might in a regular classroom (Landis, 1996). 
Best Practice 
There has never seemed to be any shortage of ideas or directives to teachers for 
the best way to conduct field trips. After evaluating fifty excursions made in connection 
with extra-curricular activities, the Philadelphia School board recommended that they be 
incorporated into the regular class program. 
In 1921, the Philadelphia school board guidelines for successful trips specified 
“1. That excursions be carefully planned and closely connected with regular class 
work. 
2. That teachers stimulate and supervise the activity of the pupils in working out 
the excursion but not rob them of educational opportunities by doing the work for 
them. 
3. That teachers check up the results of excursions carefully but at the same time 
not destroy the spontaneous fun that is so real a part of the excursion. 
4. That an approved excursion which for good reasons cannot be scheduled for 
after-school hours be carried out on school time, when the school program 
permits.” (in Atyeo, 1939, p 46). 
Nearly a century later, best practice for field trips is remarkably similar to what the 
Philadelphia teachers were directed to do. 
Four Phases of Field Trips 
There are four distinct phases to a field trip (Hicks, 1986). The first involves the 
collaboration between the teacher and the site. This includes setting the goals for the trip, 
identifying the resources and connecting the setting and its resources to the curriculum. 
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and planning the logistics. The second is the pre-trip preparation for the students. Then 
comes the excursion itself. The final segment is the classroom follow-up for the field 
trip. 
Collaboration Between Educators and Field Trip Site 
Collaboration between classroom teachers and the field trip site is essential for 
successful learning excursion. An exemplary collaboration is the Teaching with 
Historical Places (TwHP) program of the National Parks Service which works with local 
educators to develop programs for students that focus on authentic learning based on a 
particular historic site (Greenberg& Boland, 1993; Boland, 2002). Each lesson in this 
collection follows an established format (TwHP, 2003) that comiects the site with a 
particular story from the historic site. These classroom lessons are designed for the 
teacher to be able to present the students with images and information. Getting Started 
engages student interest with an image from the site; Setting the Stage acquaints students 
with the topic by presenting background information; Locating the Site lets students 
examine maps of the site; Determining the Facts provides students with documents to 
explore and questions to guide their study; Visual Evidence has students analyze 
historical photographs (or other images) that are integral to the lesson; and finally Putting 
It All Together helps students synthesize the information they have learned and then 
make connections between their local community and the broader themes of American 
history encountered in their studies. 
Hirzy (1996) identifies specific ways museums (which can be extended to other 
kinds of informal learning centers) can best work with classrooms teachers to develop 
strong partnerships that enhance student learning and connect the museum’s resources to 
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the curriculum. She recommends obtaining early commitments from administrators of 
both the museum and school and direct involvement of school and museum staff. 
Museums need to understand the schools’ requirements especially in terms of curriculum 
standards. Together they must create a shared vision and set clear expectations for the 
partnership, recognizing and accommodating differences in organizational structures and 
culture. Planning and evaluation must be a careful and ongoing process. Sufficient 
resources need to be allocated with roles and responsibilities clearly defined. Dialogue 
and open communication are essential for a successful partnership. The museum needs to 
provide tangible benefits for teachers, including time, professional development 
opportunities and classroom resources. The museums need to encourage flexibility, 
creativity and experimentation as the program is designed and develops. Finally, to 
survive, the program must have parents and community involvement on an on-going 
basis. Although most educators will not be so involved in the total process, Hirzy shows 
how such partnerships can benefit the classroom teacher who merely sets up and brings 
his or her classes for a visit. King (1998) identified patterns of successful student 
learning in museums in which students and museum staff worked together on real 
(authentic) projects. Curricula that has been developed from museum-teacher 
collaboration develops student’s powers of historical understanding. This occurs through 
teaching visual/object literacy that releases the imagination of the student and developing 
the student’s skills as an historian to evoke empathy for the past as a means to better 
understand the present (Brooks, 2004). 
Identifying the objectives of the educational activity is the first step to planning 
the educational field trip (Patterson & Fiscus, 2000). Floyd (2004) points out that by 
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working closely with museum (or other informal) educators, teachers can select an 
appropriate curriculum theme or narrow the focus of a too-broad one. Teachers and 
museum educators have articulated some of the goals they have for field trips. According 
to Kisiel (2003) teacher agendas for museum field trips have eight goals: they should 
connect with classroom curriculum, provide general life experience, encourage life-long 
learning in the field, enhance interest and motivation in the topic, provide exposure to 
new experiences, provide change in setting and routine, provide enjoyment, and meet 
school expectations. McLoughlin (2004) identifies a teacher’s goal as having a well- 
managed and motivational experience that serves as an effective curricular learning tool. 
According to McLoughlin, students need to challenge themselves on the field trip for 
learning to occur, and this requires well-planned pre- and post-visit activities. Schneider 
(2004) identified teacher goals in terms of their views of education as empowering 
students to conceive of themselves and their world differently, to share responsibility for 
what and how they learn, and to create an environment where all can contribute 
meaningfully. 
To identify the resources, most educators contact the site before their class visits. 
Most museums, living history sites, and other destinations have resources available for 
teachers and often offer workshops to prepare the teachers. Effective teachers take 
advantage of these resources (Boland, 2002; Floyd, 2004; McLoughlin, 2004). 
Greenfield and Malone (2000) say candidly that teachers make best use of exhibits when 
they consult with museum staff before bringing their classes and then take advantage of 
the many services that are offered to educators. On their pre-visit to the site, McLoughlin 
(2004) suggests that teachers bring a notebook and a camera to capture the essential ideas 
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and layout of the areas that will be used. By paying particular attention to the available 
resources and activities, teachers can begin to determine how to best meet student needs. 
It is extremely important for the teacher to clearly connect the field setting and its 
resources to the classroom curriculum (Bates, 1989; Boland, 2002; Floyd, 2002, 2004; 
Giacolone, 2003; Greenfield and Malone, 2000; Griffin & Symington, 1997; Hicks, 
1986; McLoughlin, 2004; Willis, 1997). Pace & Tesi (2004) found that less than half 
their respondents remembered their schooldays’ field trips as having educational value. 
Orion (1993 in Hurd, 1997) claims that most field trips are really just “adventuresocial 
events” for the students. Field trips take a great deal of time and energy to plan and to 
carry out (Giacalone, 2003; McLoughlin, 2004; Peterson & Fiscus, 2000). If all they are 
is a break from the classroom routine and a social opportunity, then one wonders why a 
teacher has invested so much in a non-educational activity. One of the most frequent 
errors teachers make is to let students “wander aimlessly” on a field trip (Hicks, 1986). 
Teachers need to carefully design the field trip experience for their students in order for it 
to be effective—merely taking students out and about is not sufficient to ensure learning 
(Lisowski & Disinger, 1987). Planned activities connected to the curriculum are essential 
for learning, because without them, little learning occurs (Bates, 1989). 
In determining the educational purpose of the trip, teachers may choose to work 
with their colleagues in other disciplines. Field sites and museums offer many 
opportunities for interdisciplinary connections. Instruction in schools is often organized 
into 40 or 50-minute compartmentalized blocks, so it can be difficult to integrate learning 
across the curriculum. Museums and field sites do not have this constraint, and so they 
can provide learning that is rich and holistic (Floyd, 2004; Greenfield & Malone, 2000; 
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Herzy, 1996; Hurd, 1997). Morris (2005) designed excursions for his history club to 
include gathering information for the newspaper issues they published afterwards about 
their adventures. When learning disabled students visited an ice cream factory, their 
activities included health and hygiene as well as history (Cox, 1993). Floyd (2004) 
shows that with thematic instruction in the arts, museums can foster conversations that 
take place across the disciplines. Organizing inquiry in the arts around enduring ideas 
guides students in understanding the philosophical, religious, ethical and social sources 
that form the foundation of the arts. This makes learning more relevant, and so students 
acquire a deep understanding. 
The planning phase of the trip involves careful attention to the logistics. The 
difficulty that teachers can encounter at this phase is the main reason many teachers cite 
for not taking their classes out of the building (Mason, 1980 in Disinger, 1984). The 
teacher needs to plan a full schedule of fun and educational activities (Patterson & Fiscus, 
2000; Giacolone, 2003). Transportation, chaperones, funding, permissions, and other 
arrangements need to be thought through carefully (Giacalone, 2003; Miller, 2002). 
Safety precautions must include emergency procedures and communications plans 
(Bates, 1989; Miller, 2002; Patterson & Fiscus, 2000; Rudman, 1994). Planning to 
accommodate students with disabilities and those who have limited mobility can take 
more time and effort, but it is important to include all students fully (Bouck, Albaugh,& 
Bouck, 2005; Martin & Seevers, 2003). 
Pre-Trip Activities 
Classroom pre-trip activities are critical to student success (Giacalone, 2003; 
Griffin, 1998; Lucas, 2000; McLoughlin, 2004; Willis, 1997). The most effective pre- 
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trip orientation is conducted by the student’s classroom teacher who has been trained by a 
target workshop as opposed to an orientation by a resource person or a classroom teacher 
who using printed resource materials that have been mailed (Disinger, 1894). 
Orion & Hofstein (1994 in Bracey, 1995) found that students who have more 
extensive preparation (ten hours of pre-trip classroom instruction) as compared to those 
with some (four hours) or none have enhanced task performance and decreased off-task 
behavior during the field trip. Extensive pre-trip preparation produces higher quality 
learning for students who go on field trips (Lucas, 2000). 
Teachers should clearly emphasize the trip’s connections to the curriculum, 
describe what the students are expected to learn from the trip, and relate the trip and its 
activities to student interests. Students need to make relevant connections between their 
lives and what they are studying (Floyd, 2004). 
The pre-trip learning activities need to set the student up to best benefit from the 
trip (Floyd, 2004; Giacolone, 2003; Griffin, 1998; Lucas, 2000; McLoughlin, 2004; 
Willis, 1997). Knowing the subject, the background and what is special about the 
location are helpful. Students need to be prepared to conduct any investigations or 
inquiries as part of the trip. They will need to have appropriate background information 
to gather facts, artifacts or carry out the activities. 
Some excursions are the culmination of a unit of instruction; others are used to 
kick-off a unit (Peters, 1995). Orion (1993 in Hurd, 1997) states that field trips should be 
placed early in the learning process to provide students with knowledge that in not 
available in a classroom setting. Whether the excursion is scheduled at the beginning or 
end of the unit, students need to have adequate preparation. Sometimes students can 
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benefit from taking the trip twice—once as a preview, then again as a full trip. With the 
availability of so many virtual trips, this is now possible. Students can preview the 
activities and often participate in a virtual tour first or return afterwards to review and 
revisit selected aspects of their trip (McLoughlin, 2004). 
Beingfamiliar with the activities that are planned is important (Fiscus, 2003; 
Griffin, 1998; Patterson & Fiscus, 2000). Students should be given an itinerary of the trip 
and a clear list of what they are expected to bring or wear. The cost of the trip should be 
clear, especially if students are expected to bring money to pay for any meals or other 
necessities while away. 
Some teachers like to include students and chaperones in planning parts or even 
most of the trip (Peters, 1993). Getting such student buy-in of the field trip is easier 
when the students themselves have ownership of the educational purpose and activities 
that they have planned (Bouck et al, 2005; McLoughlin, 2004). As part of their 
mathematical studies, students can figure out the costs and timing of the field trip options. 
Then, in determining which is best for their needs, they are dealing with real world 
problems of balancing benefits with costs and making choices (Bouck et al, 2005; West 
& Sturbaum, 1996). 
Most teachers recommend clear behavioral expectations and a behavioral 
contract signed by both the student and the parent with specific consequences expressly 
stated (Giacolone, 2003; Paterson & Fiscus, 2000). Some teachers review and practice 
appropriate behavioral skills that are not part of the ordinary school routine; in unusual 
circumstances, some even take mini-trips in advance (Cox, 1993; Willis, 1997). 
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During the Trip 
During the excursion, students need to actively engage in learning to gain benefit 
from the field trip (Bates, 1989; Disinger, 1984; Griffin & Symington, 1997). Students 
often need to engage in exploratory activities before they can focus on the planned 
structured activities (Falk & Balling, 1978; Rudman, 1994). Active learning experiences 
can be structured, unstructured or a combination of both. Kisiel (2003) offers examples 
that teachers commonly use on museum visits. Structured activities may be worksheets 
or guided tours, while unstructured activities can include interpretation, connecting, 
facilitation, label-reading, advance organizers and free exploration. Event documentation 
is another activity that teachers and students may engage in. Chaperones and teachers 
also need to be involved in supervision tactics such as keeping track of their students and 
refocusing those who are off-task. 
Some activities are determined by the purpose of the trip or are site-based 
programs, such as photographing porch columns or collecting rock samples. Others are 
designed as hands-on programs such as weaving on a hand loom or re-enactments of the 
past such as a soldier’s camp cooking. These can be led or guided by docents or other 
knowledgeable facilitators. 
Some activities can be set up in advance by the teacher, often after a pre-trip visit 
to the site and in conjunction with the site’s educator’s resources. McLoughlin (2004) 
provides about a dozen examples of such teacher-planned activities students can engage 
in on-site: create-a-game, group expert research, five-minute peer teach, game show, 
photo essay, pictography, playwright, quiz writing, scavenger hunt, field journal or lab 
notebook, trip journal, trip ticket or passport. These and other activities can be student- 
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designed. Student-driven activities provide for students to have purpose, ownership and 
choice during the excursion and that leads to more effective learning (Griffin, 1998). 
Field trips allow the teacher to introduce authentic tasks into the curriculum, so 
that students generate knowledge, that is they do the work of an historian, a scientist, or 
other professional (Hefferan, Heywood & Ritter, 2002; Peters, 1993). Often connected 
with historical inquiiy projects, students ask their own questions and seek the answers in 
part by their on-site research. Local historical sites lend themselves quite nicely to these 
sorts of activities. Morris (2005) organized an after school local history club for gifted 
and talented elementary students. He found that students benefited from selecting their 
own questions and pursuing those answers by deciding how to explore the content on 
field trips. He felt that students learned more in the context of their own local community 
and made more connections to history than if they had not ventured beyond the regular 
classroom. Polman (1998, 2002) showed that historical inquiry projects fostered the 
development of research skills in middle school students in a program that worked with 
local history sites and the community. 
Because museum exhibits are merely representations of history, they must make 
numerous compromises such as those to keep visitors safe. An intriguing approach for 
students examining a museum exhibit or re-enactment is to ask about what is shown and 
to question what is omitted and why (Greenfield & Malone, 2000). 
One fascinating way to take advantage of what a local site has to offer is to 
examine its artifacts and the landscape. Greenfield & Malone (2000) show how artifacts 
personalize history and technology in their article describing ways of studying the 
industrial revolution. Not only can artifacts be studied in a classroom, they can form the 
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basis for study of what has been previously undocumented. One example of such as 
procedures and innovations on the shop floor is based on work with artifacts from the 
Springfield Armory’s mid-nineteenth century gun lock manufacturing process (Gordon, 
1988; Malone, 1988). When the artifact is a common one from a previous era that been 
used by ordinary people, it might especially be overlooked. Often such objects are well- 
worn, perhaps hastily or cheaply constructed, or even shabby from use and so are less 
likely to be displayed than more substantial, well-preserved items kept by the more 
affluent. Greenfield & Malone(2000) recommend that the artifacts be considered in 
context, such as in a museum’s exhibit setting. They strongly state that artifactual 
analysis must always be combined with documentary work rather than let the artifact 
stand alone in order to understand its significance. Landscapes have stories to tell when 
students critically explore the geography of a place. “OSAE, Can You See?” is a 
technique for students to observe the landscape, ask questions and analyze answers and 
evaluate the use of the land (Soto, 1998). 
Hurd (1997) stresses the importance of the “critical other ” in enhancing 
instruction for students outside the regular classroom. He explains that when students 
encounter a novel instructional experience such as a field site, they need assistance to 
make the most of the situation. The skilled docent, guide or other educator can foster the 
student’s explorations in strange situations. Such a facilitator shares his or her passion 
for the subject, brings strangeness to a seemingly routine learning environment, serves as 
a role model for other careers, brings holism to a seemingly fragmented world, and 
produces real teaching that induces students to think like an historian, a scientist, baker, 
etc. (Woods, 1993 in Hurd, 1997). 
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The pacing and timing of events are important (Giacalone, 2003; Patterson & 
Fiscus, 2003). Students need to have enough time to complete the required activity(s) 
and to interact with the experts on-site. There needs to be enough time for moving from 
one place to another, for meals, for rest and breaks as well as some time for socializing 
and fun. However, if the pacing is too slow, students may either become bored or find 
ways to entertain themselves that might not be consistent with the teacher’s expectations. 
Students must follow appropriate procedures while on a field trip, especially those 
required for safety. Their courtesy and appropriate behavior enhances their interactions 
with the docents, guides or other experts who are facilitating their learning as well as 
members of the public who might be in the vicinity (Giacalone, 2003). 
Post-Trip Activities 
After the trip, follow-up is essential for students to process and retain what they 
have leamed.(Bates, 1989; Farmer & Wott, 1995). This is also the time for reflections 
and evaluations, review and discussion, documentation of the trip, assessments, thank 
you notes and other closing out activities (Giacalone, 2003; Kisiel, 2003; McLoughlin, 
2004; Schneider, 2004). 
McLoughlin (2004) suggests that teachers not ask students to engage in any 
specified learning activities on the bus ride home. Rather, she finds students like to use 
the opportunity for processing the event either alone or with friends, for relaxing after the 
sometimes-hectic pace of the trip, and for socializing. 
The next class meeting after the trip is often used for debriefing (Giacalone, 2003; 
Kisiel, 2003; McLoughlin, 2004; Schneider, 2004). This is the time to ask for feedback 
about the trip—what students liked, didn’t like and would do differently next time. 
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Particular activities can be rated—“how much did you like x?” Other educators and the 
chaperones can also be asked to provide their reflections on the excursion. This 
information (along with student assessments) contributes to the teacher’s planning for the 
next trip as well as the same trip the following year. There is also often “paperwork” to 
do to close out the trip, including invoices to pay, bookkeeping chores, and school forms 
as necessary. Thank you notes, especially those written by students, are generally 
appropriate and always appreciated (Miller, 2002; Patterson & Fiscus, 2000). 
Processing the trip with both teachers and peers very soon after students return is 
vital to student learning (McLoughlin, 2004). Students need to discuss what they learned 
and discovered. They need time to organize, synthesize and display what they have 
learned. Many students will have questions that can lead to discussions about other 
aspects of the experience. It is imperative that teachers address concepts that students 
have learned to be sure they have not misconstrued the experience. Sometimes students 
will develop “alternative concepts” that are incorrect rather than just imaginative or 
creative ways to understand. Teachers may need to reteach concepts and correct errors in 
student knowledge (Anderson, Lucas, Ginns & Dierking, 2000). 
There are various ways to document the trip. In the days following their return, 
students can add their photos to a giant wall collage (Giacalone, 2003) or add to an 
interactive discovery table to share what they collected (Miller, 2002). Patterson & 
Fiscus (2000) suggest that students write a report regarding what they learned, new ideas 
they encountered, and their impressions to help them remember. This information can 
also be used to write an article for the local or school newspaper. The student with 
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limited literacy skills as well as any other student can sketch scenes or draw pictures to 
record their experiences (Cox, 1993; McLoughlin, 2004; Miller, 2002). 
The notes and pictures students take during the trip can form part of the post-trip 
assessment and so can the documentation they produce afterwards. Especially when 
students have taken the trip as part of an historical inquiry project, they can be 
encouraged to share their findings with a variety of audiences using different kinds of 
presentations such as PowerPoint, a newspaper, a booklet, or an exhibit (McLoughlin, 
2004; Morris, 2005; Swiderek, 1997). Other assessments can include achievement tests, 
essays and so on. 
Other dynamic activities connected to the trip can be drawn from the resources 
gathered by the teacher in the collaboration phase with the site. These can reinforce and 
further the student’s learning about the topic. Especially when the trip is early in the 
instructional unit, students can use post-trip activities to take advantage of their deeper 
knowledge of the subject under study (McLoughlin, 2004). 
Once back from the field trip, it is important for teachers to address the questions 
and concerns that students have as result of their excursion. Teachers need to link and 
integrate emerging student interests into their curriculum, not just immediately post-trip 
but in future curriculum units (McLoughlin, 2004; Schneider, 2004). 
Conclusions 
Although there is little direct study of field trips for middle school social studies 
students, conclusions can be drawn by investigating the research from other disciplines 
and for other age groups. 
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Field trips have been used to expand a student’s horizons for centuries. Early 
field trips in Europe were walking tours for students to visit significant local landmarks in 
their local countryside and enjoy the side benefits of significant exercise and rustic 
accommodations. Early American field trips were more likely to be local excursions to 
nearby sites given the greater distances between landmarks and the general lack of 
affordable transportation. By the twentieth century, informal education and travel were 
considered important even for the less affluent or those students considered “at risk.” 
Field trips can help students learn more effectively than their peers who remain in 
the classroom. They actively engage students in authentic tasks in real world settings. 
Students who participate in field experiences retain more knowledge and better 
understand concepts about the subject matter of the trip. Learning in one field can be 
reinforced on a field trip focused on another content area. 
Field trips help students draw connections between their lives and the 
curriculum. Students who go on field trips improve their attitudes toward the subject. 
They can develop life-long interests in the topic, often sparked by the docent or other 
informal educator who shares his or her passions about the subject. For many students 
and even teachers, the social aspects of field trips are the best part, enhancing their 
interactions with peers and adults. Field trips help classes develop a sense of community 
through shared experiences. 
Best practice describes four distinct phases to an effective field trip. The first is 
the collaboration between the teacher and the site. As part of this partnership, 
educational objectives are set, and the connection between the field setting and its 
resources is established. Plans and logistics are determined. Next, classroom pre-trip 
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activities must enable the student to clearly relate the trip to the course curriculum. 
Students need to be familiar with the planned activities and itinerary of the trip. They 
need to know what they are expected to do, how they need to behave, and what they need 
to bring with them. Virtual field trips can provide a nearly ideal way for students to 
experience and prepare for the actual trip. During the field trip, students need to actively 
engage, in learning. Activities can be structured or not, teacher or student-directed, or, 
often, a mix of all these. Hands-on activities led by skilled guides or docents help 
students learn. Post-trip activities are essential for students to process and retain what 
they have learned and to get the maximum benefit from the field trip. These can include 
debriefing, reflecting, processing, and documenting what happened on the trip. Follow¬ 
up learning activities allow students to review, consider and synthesize and add to what 
they have experienced or discovered. Curriculum connections both for the present unit 
and future units should be tied to the trip experience. 
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CHAPTER III 
METHOD 
Research Design 
This research was designed as a descriptive study with three parts: first, to 
identify best practice for field trips for middle school social studies students; second, to 
apply those principles in collaboration with the National Park Service at the Springfield 
Armory National Historic Site and offer a Civil War program using local resources to 
area teachers and students; and third, to present a model for field trips so other 
practitioners can develop their own local history programs. 
The target population for the study was originally eighth grade public school 
students in Springfield, Massachusetts who were studying American History I (pre- 
Columbian America through the Reconstruction). The demographics of Springfield 
correlate with poor performance on the state’s standardized tests, the Massachusetts 
Comprehensive Assessment System; in fact, the district’s scores are among the lowest in 
the state (2006). (See Chapter I for more information about Springfield.) It was hoped 
that by articulating and providing an example of best practice, this study could offer 
educators another technique for effectively teaching at-risk students such as those in 
Springfield. After the pilot program was offered, interest in the field trip was broad, and 
so students from various schools in the greater Springfield area were included in the 
study which spanned three years. 
The questions this research addressed were these: 
What is best practice for field trips for middle school social studies students as 
defined by the literature? 
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What local resources are available to address Massachusetts state curriculum 
frameworks on the Civil War? 
• Using these resources and “best practice” as defined by the literature, what 
activities can be developed to produce a successful field trip program addressing 
the needs of at-risk middle school social studies students? 
• How can this experience be used as a model for other educators and local 
historians to develop their own local programs? 
Identifying Best Practice 
The first section of this research was to identify best practice for field trips 
specifically for middle school social studies students. “Best practice” has been defined as 
“a technique or methodology that, through experience and research, has proven to 
reliably lead to a desired result. A commitment to using the best practices in any field is a 
commitment to using all the knowledge and technology at one's disposal to ensure 
success” (SearchSoftwareQuality.com Definitions, 2008). Chapter II provides 
information about best practice from the literature review of field trips. Because there is 
limited research about the target population, information was extrapolated from studies 
with other age groups and disciplines to design the Civil War program at the Armory. 
A successful field trip has several elements. It is designed so that the students 
successfully meet its educational objectives by engaging in various activities during the 
program as well as having adequate pre-trip preparation and follow-up activities. 
Participants have a good time, enjoying themselves and having fun throughout the 
program. Finally, the trip itself runs smoothly and safely. Satisfactory logistics include 
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effective leadership, suitable timing for the program’s events and their transitions, and 
sufficient facilities and materials at the site. 
To understand the information from the best practice literature, it made sense to 
conceptualize four distinct phases to an effective field trip. These are presented below 
from the perspective of a classroom teacher. 
1. Collaboration between the teacher and the site. 
As part of this partnership, educational objectives are set, and the connection 
between the field setting and its resources is established. Plans and logistics are 
determined. 
2. Classroom pre-trip activities. 
These must enable the student to clearly relate the trip to the course curriculum. 
Students need to be familiar with the planned activities and itinerary of the trip. 
They need to know what they are expected to do, how they need to behave, and 
what they need to bring with them. Virtual field trips can provide a nearly ideal 
way for students to experience and prepare for the actual trip. 
3. The field trip activities and experience. 
Students need to actively engage in learning. Activities can be structured or not, 
teacher or student-directed, or, often, a mix of all these. Hands-on activities led 
by skilled guides or docents help students learn. 
4. Post-trip activities. 
These are essential for students to process and retain what they have learned and 
to get the maximum benefit from the field trip. These can include debriefing, 
reflecting, processing, and documenting what happened on the trip. Follow-up 
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learning activities allow students to review, consider and synthesize and add to 
what they have experienced or discovered. Curriculum connections both for the 
present unit and future units should be tied to the trip experience. 
Working collaboratively, the National Park Service rangers and volunteers at the 
Springfield Armory and the author developed a full-day field trip program about 
Springfield and the Civil War that applied these best practice principles. Then, using the 
experiences gained from offering the field trip programs to a variety of school groups 
over a three-year period, a description of best practice for field trips was developed 
specifically for middle school social studies students. 
Identifying Local Resources Addressing State Curriculum Frameworks 
Effective teachers begin by identifying the goals and objectives of their 
instruction (Wong & Wong, 1998). In Massachusetts, the state’s curriculum frameworks 
drive the content of instruction; each lesson plan needs to be aligned to these state 
requirements. There are a number of standards in the social studies frameworks (U.S. 
History I) that address the Civil War and the events leading up to it. Because middle 
schools are organized by team, it was important to be aware of the standards in other 
disciplines that are relevant to the social studies unit of instruction. Appendix A 
identifies appropriate curriculum standards in social studies and other core disciplines 
that the Civil War Program can address. (Please note that this field trip program was not 
designed to include all aspects of instruction about the Civil War, but to address several 
key areas as part of a teacher’s overall unit of instruction.) 
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From these standards, a series of objectives and essential questions were 
developed for the program. Appendix B lists these. It was expected that the teacher and 
student would select from this list those areas that were best matched with the teacher’s 
own classroom unit and the student’s interests. While some of the questions were 
directly addressed by the field trip activities, others were designed to be answered 
through pre-and post activities and by using the resources available to the student. 
The next step was to address the essential questions through historical research. 
This researcher began by reviewing local sources about Springfield’s history and the 
Armory’s history especially leading up to and around the time of the Civil War. Using 
the essential questions as a guide, she then went on to research early Springfield and 
Armory history using primary documents and older secondary sources, especially as they 
related to events leading up to and involving the Civil War. She searched the local 
museums and history collections for artifacts and documents pertaining to the Civil War 
era. Many documents and interpretations of the era are now available through a variety 
of on-line sites. Interviews and discussions about the era with local historians were 
helpful in better understanding the times and the contexts of the documents. Appendix C 
lists the documents and artifacts (mostly reproductions) that were used in the program. 
These documents and artifacts along with the list of objectives and questions 
provided a scaffolding to identify potential activities for the program. As new 
information was obtained and a better understanding of the era emerged, the essential 
questions, potential activities, and selection of documents and artifacts became 
interactive. As one was revised, others began to change and take on more definite shape, 
continually influencing the others. In order to provide teachers, students and the 
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volunteers who staff the program activities with background information, basic 
information about the Armory, Springfield and their history through the mid-nineteenth 
century as well as the Civil War era was included through the available documents and 
interpretations. 
Developing the Field Trip Program in Collaboration with the Springfield Armory 
National Historic Site 
The exciting part of this project for an educator was creating a program that was 
fun, worthwhile and memorable for the students, the teachers and the staff. One of the 
challenges was to apply the principles of best practice (as determined from the literature) 
to the design of the field trip. A critical aspect of its development was the on-going 
collaboration between the educators and the historical site. Best practice suggests that it 
is this interaction (between educators and the site) that helps to develop the most 
successful programs, meeting the needs and using resources appropriately for both the 
educators and the site. 
For a typical field trip (to an established program), the teacher would contact the 
historical site to set up the date, arrange for a pre-trip meeting, and obtain training and 
resources. However, since this study involved creating a new program, the collaboration 
between the Springfield Armory National Historic Site and the educators was quite 
extensive, spanning several years and involving many different people. 
The author collaborated with the National Park Service Rangers and volunteers at 
the Armory to determine the kind of program to offer and to identify and develop the 
activities. This was an interactive process; it began with a two-hour pilot program and 
culminatrd in a full school day’s worth of activities, including lunch and recess. As 
activities were developed and offered, they were evaluated by the staff and volunteers, 
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paying careful attention to feedback from students and teachers. This was an on-going 
effort to provide activities that maximize student involvement and were as historically 
informative as possible. See Appendix D for a description of a typical field trip program. 
The basic program consisted of hands-on activities focusing on life as an armorer, 
a soldier and a civilian from Springfield during the Civil War. In addition, activities 
about local geography, the Springfield Armory and advances in technology were 
included. 
For each group of students, the program varied slightly from the others. In 
keeping with best practice theory, the coordinator at the Armory and the classroom 
teacher designed and adjusted the program to best address the needs of the particular 
group. Timing was one of the primary variables; school and bus company schedules 
often determine how much time a group had, and the program activities were adjusted 
accordingly. In addition, since the program relied heavily on the small volunteer staff, 
not all activities were offered each time. For example, if the reenactor from the 54th 
Mass, was not available, another costumed interpreter presented information about life in 
the infantry, but not specifically from the point of view of a “colored” soldier, or the 
students were given more time with the artillery program, or students focused more on 
life as a civilian and had more time in Quarters 1. 
Once the program expanded beyond the author’s own students and those of her 
colleagues in the same building, it became necessary to develop a teacher workshop and 
resource packages to prepare teachers for the field trip program. This program was 
offered to area middle school teachers. As with the field trip program itself, the 
workshop’s development was an ongoing process, using feedback from participants and 
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evaluations from the staff to modify and improve the offerings. Appendix E contains a 
description of the teacher workshop and resource packet. 
Developing the Model for Historic Sites to Develop Their Own Local Programs 
The last part of this research was to develop a model to be used by other historic 
sites so other educators and local historians could develop their own local programs. For 
this, the author examined the data and information gathered from the literature review 
and from the field trip experiences at the Springfield Armory. Using the conclusions she 
drew, she designed a template describing how to design and conduct a program from the 
perspective of a small local historic society. See Chapter V for a description of the 
model. 
Participants 
The target population of this study was middle school social studies students and 
their teachers in the Springfield, Massachusetts area. Approximately a thousand students 
over a four-year period, including public, parochial, private, and home-schooled groups 
from both urban and suburban communities participated in the Civil War program at the 
Springfield Armory. A half-day pilot program was offered the first year was to almost all 
of the 300 eighth grade students from School 1. Based on that experience and feedback, 
a full-day program was designed and offered during 2004, 2005, and 2006 to middle 
school students in the area. The information from the three years of the full-day program 
is presented in this study. 
Reflections data were gathered for 736 participants from 26 different groups who 
came to the Springfield Armory Civil War program over three years. (See Table 4.) All 
participants were given Reflections forms to complete anonymously. Most of the 
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respondents were students, but some chaperones also completed forms. These were 
included because it was not possible to separate out the chaperones except for a few who 
specifically identified themselves as such in the comments section. 
Table 4: Program participants by date, school and teacher 
Date School Teacher N 
4/29/2004 
School 
1 AB 39 
5/4/2004 
School 
1 AB 49 
5/5/2004 
School 
2 AN 39 
5/6/2004 
School 
2 AN 38 
5/11/2004 
School 
1 EW 36 
5/12/2004 
School 
1 EW 30 
6/6/2004 
School 
3 HM 32 
6/10/2004 
School 
4 SB 23 
11/10/2004 
School 
5 RF 23 
4/15/2005 
School 
6 JB 26 
5/2/2005 
School 
1 AB 35 
5/4/2005 
School 
2 AN 28 
5/6/2005 
School 
2 AN 36 
5/10/2005 
School 
1 AB 33 
5/12/2005 
School 
1 AB 32 
5/17/2005 
School 
7 CK 26 
5/24/2005 
School 
1 EW 19 
6/1/2005 
School 
8 LH 17 
6/13/2005 School TH 13 
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10/21/2005 
School 
10 NA 18 
4/14/2006 
School 
11 MS 20 
5/5/2006 
School 
1 AB 29 
5/9/2006 
School 
1 AB 32 
5/1172006 
School 
1 AB 22 
6/5/2006 
School 
2 AN 22 
6/7/2006 
School 
2 AN 19 
TOTAL 736 
Participation by School 
Students from local city public schools, as well as parochial, independent and 
homeshooled groups in the wider community participated in the program (see Table 5). 
Only School 1 had more than one teacher participate. Only two schools (Schools 1 and 
2) participated more than once. Three teachers (AB, EW, and AN) brought students for 
two years; only two teachers (AB and AN) participated all three years of the study. 
Table 5: School programs by year 
Type School Teacher 2004 2005 2006 Total 
Springfield Public 
School 1 
AB 2 3 3 8 
EW 2 1 3 
School 2 AN 2 2 2 6 
School 4 SB 1 1 
School 6 JB 1 1 
School 9 TH 1 1 
Parochial School 7 CK 1 1 
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School 3 HM 1 1 
Independent 
School 5 RF 1 1 
School 8 LH 1 1 
Homeschool 
School 10 NA 1 1 
School 11 MS 1 1 
Total 11 12 9 11 6 26 
Research Instruments 
The primary research instrument used in this study was the 3-2-1 Reflection (See 
Appendix A). These short, open-ended forms asked participants to list three things they 
learned, two things they liked, and one suggestion for improvement. 3-2-1 Reflections 
were designed to assess the success of the field trip program from the participants’ 
perspectives and to identify any problems or areas of concern. The other data collected 
were informal notes about the group and the day’s program compiled by the ranger who 
coordinated the field trip program. 
At the end of each day’s activities, participants were asked to complete 
(anonymously) a “3-2-1 Reflection” (see Appendix F for examples) that asked them to 
• Identify three (3) new things you learned on this trip. 
• Describe two (2) of the activities you liked best. Please explain why. 
• Provide one (1) suggestion for improving this field trip. 
• Comments? 
The 3-2-1 Reflection was selected as the research instrument with the expectation 
that it would be simple, easy to complete, and relatively unobtrusive. Because so many 
of the participants were in the midst of extensive state standardized testing, it was hoped 
that by using “Reflections” with these characteristics the students would not consider 
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them “tests” of their knowledge and be more compliant in filling them out. For the 
teacher workshop, the same format was used, along with a series of more specific 
questions about each area presented. (See Appendix F.) 
The Reflections were used daily to get a quick assessment of how well the 
program worked and to identify any problem areas that might need to be addressed before 
the next program was offered. In addition, the staff and teachers offered informal 
observations and feedback about the activities and the program. For each program, 
informal notes were made by the ranger coordinating the program. These included the 
number of participants, grade level, the teacher’s name, the school and whether it was 
public, parochial, independent or home-school, the city or town, and what the specific 
agenda was for the day. Also, there were generally notes about the day’s weather, 
unusual events or circumstances, and any other comments that might be helpful in 
reviewing and evaluating the day’s events and program. Informal meetings with staff and 
volunteers and the more formal end-of-year reviews of the program were also used to 
better understand what worked and what needed to be revised in the field trip program. 
The responses from the Reflections were analyzed to determine how successful 
the field trip program was from the participants’ perspectives. Information from the 
Reflections and the ranger’s notes was aligned with the definition of a “successful field 
trip.” A successful field trip was defined as one in which the participants meet the 
education objectives of the program by learning what is presented, by engaging in the 
activities, and having had adequate pre-trip preparation and post-trip activities. It also 
meets the affective needs of participants who feel that they were having a good time, 
enjoying themselves, and having fun. Lastly, the logistics of a successful field trip are 
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satisfactory, meaning that it has effective leadership, suitable timing for events and 
transitions, and sufficient facilities and materials at the site. 
A complete description of how the data have been analyzed is presented in 
Chapter IV. Responses were looked at collectively by class group, and the range of 
responses was analyzed. Briefly, to determine whether or not the educational objectives 
had been met, responses from the first two prompts were examined to see that all the 
major topics included in the field trip were mentioned by participants from the group. 
Explanations of why they liked something (from “2 things you liked best and why”) and 
their suggestions (“1 suggestion for improvement”) were used to help determine whether 
participants had a good time. Feedback from the “Suggestions” and “Comments” 
sections generally addressed logistics issues. 
The information from the Reflections and the informal notes from the ranger’s 
daily logs and the staff meetings were all used to help identify best practice, to interpret 
what worked well and what needed to be improved on as well as directions for those 
improvements, and to develop the model for other sites to use. These conclusions are 
presented in Chapter V. 
Procedure 
The Civil War —Soldiers, Civilians and Armory Workers is a field trip program 
that let students “experience” what life was like for the people of Springfield during the 
Civil War era.4 It showed how Springfield and the Armory contributed to the war effort 
and to the development of industrialization in the United States. Further, it helped 
This program has continued to be offered. For information on the current form of The 
Civil War, visit the Springfield Armory National Historic Site website page “Plan a Field 
Trip” (2008). 
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students understand the Armory’s role and its interaction with Springfield’s history. This 
full-day program engaged middle school students through a series of hands-on 
workshops. National Park Service Rangers, costumed interpreters and volunteers brought 
the times alive through simulations and re-enactments. The activities took place on the 
Armory grounds in early nineteenth century buildings and were based on local primary 
documents and artifacts. Integral to the program were the classroom pre-trip activities to 
prepare students and post-trip activities to follow-up their experiences at the Armory. 
The Civil War—Soldiers, Civilians and Armory Workers program (hereafter 
referred to as “The Civil War”) was inquiry-based. Students were encouraged to develop 
their own questions and draw their own conclusions by exploring the evidence. To 
prepare their students to get the most out of their Armory visit, teachers and volunteers 
were invited to attend a special training session. These workshops provided information 
that placed the program and its documents and artifacts into their historical and 
geographical contexts. Participants received a generous collection of documents to use as 
classroom resources and to develop their own lessons. 
Middle school students need programs with lots of interaction that capture and 
hold their attention. The pace and content of this program were designed with young 
adolescents in mind. Each component offered an activity to engage both their minds and 
their hands (and sometimes their feet). There were maps, newspapers, photographs, 
letters, diaries, handbills, rules and regulations, official correspondence, advertisements, 
and so on for students to use to better understand the Civil War era. On the grounds of 
the Armory students were surrounded by Civil War era buildings and explored parts of 
two —the old Main Arsenal building and the superintendent’s home called Quarters 1. 
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Students examined the artifacts (many are reproductions) and often tried using them or 
wearing them. Many eagerly tasted the hardtack biscuits5 the soldiers offered them and 
later politely sipped their juice and cookies in the formal dining room of Quarters 1. 
Although the program did not address national events directly (such as battles, the causes 
of the war, or Lincoln’s presidency) it showed how local events are connected to what’s 
in textbooks. 
Using a standard Springfield Armory program, Arms for the Nation, The Civil 
War provided background information about the mission of the Amory, the changes in 
technology that were developed over the years, gun safety information and a blank firing 
demonstration (by Park Service trained personnel.) Students explored the museum, 
which houses the most complete small arms collection in the world, as well as displays of 
items associated with the Armory’s history. Students examined an original Blanchard 
lathe and watched a small working model. There was a gift shop with small souvenirs, 
books and other items of interest to tourists and schoolchildren. One activity included 
with this section was making “paper cartridges” to use for the rifle musket. A large 
photograph that showed the roles and gender-specific differences men and women had in 
making these cartridges was displayed and discussed. A Park Ranger, the teacher and 
chaperones guided students through these activities which provided information about the 
Industrial Revolution and the role the Armory played. 
5 The hardtack biscuits were made by Bent & Co., the same company that 
distributed them to the Union Army during the Civil War (2003). 
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The first activity developed for this program and tried out in the pilot was the 
lock-plate simulation. The Park Ranger who first worked on this project conceived of the 
idea as a way for students to experience the work of an armorer on a shop floor at the 
Armory. Using an 1861 Springfield rifle musket as a model, the students made “lock- 
plates” that actually fit into the gun’s lock. Working conditions had some parallel to 
those from the Civil War times. Students took the Loyalty Oath, worked at benches, 
were closely supervised, had their work inspected each step of the way, and got paid (in 
chocolate coins) by the piece. A team of staff and volunteers, some of whom once had 
worked at the Armory themselves, set up the procedures, selected appropriate tools, and 
determined tolerances for students to use. After each group of students made lock-plates, 
they critiqued the process. At the end of the first year of the full program, the team 
finally felt comfortable with the authenticity of the experience and the level of student 
participation and success in understanding the importance of the technology involved. 
This area was staffed by a Park Ranger in period uniform, sometimes assisted by a 
volunteer, usually also in costume. 
Next, the pilot program presented information about the lives of soldiers. One of 
the volunteers developed dossiers about men (and two women) from Springfield who 
fought on the front lines. To help students learn about life as a Civil War soldier, we 
found out what happened to many of the Springfield men who became soldiers, including 
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some of the men of the 54 Massachusetts Regiment and other “colored regiments.” 
Various documents such as draft notices, recruitment posters, and a medical exam form 
were used to set the stage. Two area Civil War re-enactors simply presented information 
about their lives and answered questions. Based on feedback from students and teachers. 
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they developed a more hands-on approach. Over the course of time, the program 
purchased a number of items for the soldiers to use rather than rely upon the volunteers’ 
personal equipment. In the full-day program, students learned about life as an infantry 
soldier in the 54th Massachusetts Volunteers Regiment. They focused on what it was like 
in camp, since soldiers spent most of their time waiting for battle. They “drilled” to learn 
some rudimentary marching skills. As a member of the Ninth Artillery Regiment, 
Company A, they learned how to “fire” a nine-pounder. It takes about nine men going 
through a series of complicated steps to actually load and fire small a cannon. This area 
was staffed by the re-enactors and/or a Park Ranger in period uniform. 
The geography of Springfield was significant in the selecting the Armory’s 
location. This information was shared with students using two enlarged old Springfield 
maps, one from 1827 (before the railroad came and the Armory had much impact on 
Springfield’s growth) and another from 1870 (the first post-war map available.) When 
possible, students went up to a lookout point (the seventh floor of a new college 
classroom building on the grounds) to view the city below and identify landmarks. A 
Park Ranger generally led this activity. Students also walked the area with their 
chaperones, using wayside signs with information about the buildings and grounds. 
Some teachers prefered to present the geographical information in the classroom and used 
their limited time at the Armory for the hands-on workshops. This activity was staffed by 
a Park Ranger, the teacher and chaperones. 
Just before the lunch break (for the pilot program it was the final activity,) there 
was a blank firing of shoulder weapons to show the advancements in technology due to 
Armory inventions. Park rangers demonstrated the flintlock musket (some of which were 
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still in service during the Civil War,) the musket rifle (often the same model students 
worked on in the lock workshop), and a breech-loader (a few were available during the 
Civil War, but none were made in Springfield until afterwards due to a controversial 
decision made by Col. Ripley when he was in charge of Army Ordinance in Washington.) 
For the full-day programs, students ate their brown bag lunched outside (weather 
permitting) on the porch or the lawn of Quarters 1. They had enough time to enjoy a 
short recess, often playing ball games or Frisbee; some students used this time to go to 
the Armory’s small gift shop or browse through the museum. 
The final set of activities involved the role of civilians who supported the war 
from the homefront. These sessions were developed after the pilot program to offer 
information about the life of civilians. Students went to Quarters 1, the stately home that 
Col. Ripley built for himself despite the controversy it generated. Even though Quarters 
1 has had little done to it since the Armory closed in 1968, students were fascinated by its 
design and the architectural details they could see. The parlors being used for the 
program had a variety of documents and artifacts displayed to show what was happening 
in Springfield during the war. Working as a team, the volunteer re-enactors and the Park 
Rangers developed this workshop to show how life was for those who stayed at home. 
Students selected from several activities at the homefront. To comfort the wounded at 
the Soldier’s Rest or at the front, students rolled bandages. They made small crafts (often 
bookmarks and small rag dolls or clothespins dolls) to “sell” at the Soldiers’ Fair. Each 
student was offered juice and cookies in the formal dining room. While the students were 
working on their projects, the costumed interpreters provided information about life in 
Springfield during the war years. Specific activities depended upon which volunteers 
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were present. Sometimes they shared letters from the front. Some led students on a tour 
of the house, showing off the public and family rooms as well as the servants’ quarters 
and workspace for the junior officers stationed at the Armory during the Civil War. An 
African American woman described how life in her small community in Springfield was 
similar to and different from that of the white residents during the Civil War era. An 
“elderly widow” discussed fashions. An “affluent lady” served as hostess. This area was 
staffed by a Park Ranger, volunteer costumed interpreters, the teacher and chaperones. 
Each student and teacher or chaperone was asked to complete a short reflection at 
the end of the field trip. About ten minutes were set aside at the end of the program to 
distribute the 3-2-1 Reflections and pencils to each participant while they were still inside 
Quarters 1, the site of the last set of activities. Completed responses were collected from 
each person before leaving the house to return to the bus. (The timing of the responses 
was changed shortly after the pilot year when Reflections were done back at school under 
the teacher’s directions. This was done to increase to get immediate feedback and to be 
sure of getting the evaluations.) 
The Teachers’ Workshop 
For the pilot year’s programs, all the students came from School 1. Their teachers 
were briefed on the field trip program by the author who also provided background 
information and lesson suggestions. In preparing for the full-day programs, the staff and 
volunteers realized that teachers needed to have enough information to prepare their 
students adequately for the field trip. In putting together the teachers’ workshop, they 
considered what teachers needed and wanted to know and what they might like to take 
with them. Each teacher was given a generous tote bag filled with a variety of documents 
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to support the program and that they could use to design their own activities. As part of 
the workshop, teachers walked through each section of the day so they knew just what 
their students would be doing. 
With the first group of “graduates” from the teachers’ workshop, it quickly 
became obvious that classes whose teachers had adequately prepared them for the trip 
enjoyed it more. Their students were also more successful in completing the activities 
and in meeting the staff and volunteer expectations about behavior. In addition to 
requesting that participating teachers attend a workshop or meet in advance to review 
required information, the Park Rangers strongly requested that all groups who participate 
had a minimum of three pre-trip lessons. To get the most out of a field trip, students also 
needed follow-up activities. As part of the workshop, the Armory asked teachers to 
design these lessons for their classes. 
Limitations of the Study 
Research gets done in the real world. Schools districts and the State Department 
of Education are political places where decisions can have significant impact upon 
students and their teachers in the classroom. This study was not immune to these real-life 
actions nor to those made by the Department of the Interior, under which the National 
Park Service is placed. Constraints imposed by the changing political situation required 
some compromise and modifications to the intended study. 
Ideally, this study would have shown whether field trips can improve student 
scores on standardized tests for middle school social studies students, especially those 
considered at risk for failing the exams. There are a number of sites in the state of 
Massachusetts that were suitable for field trips matching units of study in Springfield’s 
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eighth grade scope and sequence, with the exception of a Civil War program. However, 
between the initial ideas for the research and the development of the Civil War program, 
the state’s social studies frameworks were changed significantly several times and the 
eighth grade MCAS test in social studies was dropped. It was then replaced with a 
seventh grade test; American History would not be tested until the two-year course was 
completed at the high school level. Thus, drawing a correlation between field trip 
participation and student improvement on standardized tests was not possible for these 
eighth grade American History students. If one were to looks at the results of the MCAS 
Social Studies test in high school for these students, it would be unlikely if not 
impossible, to tease out the effects this program has on their understanding of the Civil 
War after more coursework and several years have gone by. 
A significant limitation of the study involved effectively measuring what students 
learned as a result of their participation in the field trip program. This limit was due to 
the timing of the when the content was presented. Most Springfield classes studied the 
Civil War in the middle of the fourth quarter of the school year just around the time that 
the second round of MCAS tests was scheduled. Testing student knowledge in May and 
June when classes were most likely to participate in a program about the Civil War was 
difficult at best. Students would have just completed a second two-week round of MCAS 
tests in late May along with various city exams in the beginning of June. As eighth 
graders, they would be well into the end-of-year programs and celebrations that mark 
middle school completion (“graduation”) activities. Besides a legitimate case of “test 
fatigue” in both students and teachers, the timing of a post-test measuring what students 
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learned as a result of the program was difficult due to the myriad of school-based 
scheduling conflicts. 
A third major limitation of this study was its reliance on the small staff and 
budget of the Springfield Armory National Historic Site. When the study began, the 
Armory had one full-time interpreter/ educator who was working with the author. Within 
the first year, he was transferred and his position was eliminated. Unlike many other 
National Park Service sites, the Armory’s professional staff then relied upon the Chief of 
Visitor Services and the park’s Historian along with community volunteers to provide 
these services. Although this Civil War program was an important offering, it was not 
the only duty or even a priority of the rangers involved. When a crisis or even an urgent 
situation arose, there was little depth to the staff to provide back-up for the school 
program. Thus, the staff involvement at particular times was quite limited by other 
obligations. Most of the Armory’s volunteers were retired men and women; this was 
often only one of many community and family responsibilities they have taken on. In 
addition, as people age, they often have or develop significant health issues and are 
unable to meet the physical demands of working daily with classes of active young 
adolescents. In the years this project has been going on, several of the volunteers have 
encountered significant health and personal issues that limited their availability. 
Identifying, recruiting, training and retaining volunteers to work with at-risk urban 
students was truly a challenge. Working with middle school students is certainly 
rewarding but also quite demanding, especially for people who have little or no formal 
educational or teacher training. Thus, the volunteers needed significant levels of support 
and encouragement. Funding was the third issue; in the political climate at that time, the 
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National Park Service system was downsizing. Staff members who left were often not 
replaced. The sites were getting creative in their budgeting, yet the on-going fiscal cuts 
sometimes required them to be open fewer hours to the public. In that fiscal 
environment, there were limited funds and grants to support this kind of community 
work. This meant, for example, that the program could only be offered on a limited basis 
to small numbers of students at a time, thus restricting the scope of the study. 
Summary 
Design 
The questions this research addressed were these: 
What is best practice for field trips for middle school social studies students as 
defined by the literature? 
• What local resources are available to address Massachusetts state curriculum 
frameworks on the Civil War? 
• Using these resources and “best practice” as defined by the literature, what 
activities can be developed to produce a successful field trip program addressing 
the needs of at-risk middle school social studies students? 
How can this experience be used as a model for other educators and local 
historians to develop their own local programs? 
The first question was explored through a literature review. Because there is limited 
research about the target population of middle school social studies students, information 
was extrapolated from studies with other age groups and disciplines to determine best 
practice in designing the Civil War program at the Armory. 
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Answering the second question began with identifying those standards in the 
Massachusetts social studies frameworks (for U.S. History I) that address the Civil War 
and the events leading up to it. Because middle schools are organized by team, standards 
in other disciplines relevant to the proposed activities for the field trip were also included. 
From these standards, a series of objectives and essential questions were developed. The 
author gathered local sources about early Springfield and Armory history, primary 
documents from both the Armory and the local history archives, and older secondary 
sources, especially as they related to events leading up to and involving the Civil War. 
These documents and artifacts along with the list of objectives and questions provided a 
scaffolding to develop potential activities for the program. 
For the third question, the National Park Service rangers and volunteers at the 
Springfield Armory and the author worked collaboratively to design and try out a pilot 
program which applied best practice principles. From that, they developed a full-day 
field trip program about Springfield and the Civil War, The Civil War -Soldiers, 
Civilians and Armory Workers. They continued to collaborate throughout the years of 
the program as they revised and updated the activities based on feedback from 
participants, volunteers and staff. 
To address the last question, the author examined the data and information 
gathered from the literature review and from the field trip experiences at the Springfield 
Armory. Using the conclusions she drew, she designed a template describing how to 
design and conduct a field trip program for middle school students from the perspective 
of a small local historic society. 
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Participants 
A half-day pilot program was offered the first year to almost all of the 300 eighth grade 
students from one public school in Springfield, Massachusetts. Based on that experience 
and feedback, a full-day program was designed and offered to middle school students in 
the area. Data were gathered for 736 participants from 26 different groups who came to 
the Springfield Armory Civil War program in 2004, 2005, and 2006. Students from local 
city public schools, as well as parochial, independent and homeshooled groups in the 
wider community participated in the program 
Research Instruments 
The primary research instrument used in this study was the 3-2-1 Reflection. 
These short, open-ended forms asked participants to list three things they learned, two 
things they liked, and one suggestion for improvement. The Reflections were designed to 
assess the success of the field trip program from the participants’ perspectives and to 
identify any problems or areas of concern. The other data collected were daily logs and 
informal notes about the group and the day’s program compiled by the ranger who 
coordinated the field trip program. In addition, comments from the staff and teachers 
were included in the logs. The responses from the Reflections were analyzed to 
determine how successful the field trip program was from the participants’ perspectives. 
The Reflections were also used daily to get a quick assessment of how well the program 
worked and to identify any problem areas that might need to be addressed before the next 
program was offered. 
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Field Trip Program 
The Civil War Soldiers, Civilians and Armory Workers was a field trip program 
that let students “experience” what life was like for the people of Springfield during the 
Civil War era. It showed how Springfield and the Armory contributed to the war effort 
and to the development of industrialization in the United States. Further, it helped 
students understand the Armory’s role and its interaction with Springfield’s history. This 
full-day program engaged middle school students through a series of hands-on 
workshops. National Park Service Rangers, costumed interpreters and volunteers brought 
the times alive through simulations and re-enactments. The activities took place on the 
Armory grounds in early nineteenth century buildings and were based on local primary 
documents and artifacts. Integral to the program were the classroom pre-trip activities to 
prepare students and post-trip activities to follow-up their experiences at the Armory. 
To prepare their students adequately for the field trip, a half-day teacher 
workshop was offered to area educators. As part of the workshop, teachers experienced 
each section of the field trip. Each teacher received a variety of documents and materials 
to support the program and to use to design their own activities. 
Limitations of the Study 
There are several limitations to this research. The study was initially conceived as 
to draw a correlation between field trip participation and student improvement on 
standardized tests but that was not possible because of changes in Massachusetts grade 
test requirements. A second limitation of the study was not being able to effectively 
measure what students learned from the field trip due to the timing of the program and 
schedule conflicts. A third limitation of this study was due to its reliance on the small 
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staff and budget of the Springfield Armory National Historic Site. This limited the 
frequency of the programs and the number of students who could be included at any one 
session. 
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CHAPTER IV 
RESULTS AND DISCUSSION 
The primary research instrument used in this study was the 3-2-1 Reflection (See 
Appendix F). These short, open-ended forms asked participants to list three things they 
learned, two things they liked, and one suggestion for improvement. 3-2-1 Reflections 
were designed to assess the success of the field trip program from the participants’ 
perspectives and to identify any problems or areas of concern. The other data collected 
were informal notes about the group and the day’s program as well as notes from 
informal meetings with staff and volunteers. These notes were compiled by the ranger 
who coordinated the field trip program. The daily logs and the meeting notes are used 
primarily to interpret and explain the results from the Reflections. 
Reflections data were gathered for 736 participants from 26 different groups who 
participated in The Civil War -Soldiers, Civilians and Armory Workers field trip 
program at the Springfield Armory from 2004 to 2006 (see Tables 4 and 5 in Chapter III) 
All participants were given Reflections forms to complete anonymously. 
Analysis of 3-2-1 Reflections 
Information from the 3-2-1 Reflections was transcribed and responses were 
categorized by question for each day’s program by the author. Each participant was 
assigned a number; along with the date of the program so it is possible to identify 
precisely who made what remark. These are reported as date number following a quoted 
statement. For example, 5/12/2005 #32 refers to the 32nd participant who attended the 
program on May 12, 2005. 
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All remarks were transcribed and coded by the author. In transcribing the 
comments from the handwritten records, spelling errors have been corrected, mostly so 
that the comments are intelligible. Categories were established for remarks that were 
made by at least several participants. New categories were added as needed. There is no 
particular reason for the order of the categories, although some topics such as “weapons” 
and “civilians” have been loosely grouped. A total of 122 categories were used, with the 
number of responses ranging from about 1500 (for “weapons”) to as few as 3 (for 
“leadership.”) Those categories in which there are only a few responses in total have 
been kept, sometimes because they include topics presented in the field trip literature and 
sometimes because it wasn’t clear if they would be needed for the next set of responses. 
Most remarks were coded into more than one category. For example, if a participant 
responded to what was liked best with “doing the cannon activity because it was fun and 
everyone was able to participate”, it was coded as “weapons” for the general category 
then “camions” for the specific type of weapon. This would also be as coded as “fun” 
and “socializing.” Finally it was categorized as a “positive” remark and as an “effective 
learning technique.” 
Responses were tallied for each category. The first group of responses was 
Different. This summarized the number of different people who made a remark in any 
section (“learned,” “best,” “suggestion,” or “comment”) by each category. So, if all the 
respondent s comments were about weapons, it was summarized as one for that category. 
For “Different” the total number of responses in any category could not exceed the total 
number ot participants. Next, the number of comments that were made in each section 
was summarized by category. Here, if the respondent offered different facts about 
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weapons for each of the three “things you learned'' then it would be counted as three. 
Thus, the total number of responses for “Learned” could be up to three times the number 
of respondents and up to twice the number of respondents for “Best” because participants 
were asked to identify “two things you liked best and why. ” Similarly, responses were 
summarized by category for “Suggestions” and “Comments,” although participants were 
only asked for one suggestion for improvement. The final summary was for “Total.” 
Here, all responses from each section were summarized. If a respondent remarked on 
“weapons” for example in each of three things learned, two things liked, one suggestion 
for improvement, and comments, then it would be counted seven times. (Note that no 
respondent did that!) 
The number of participants varied widely from one program to another, from a 
low of 13 to a high of 49. In order to make comparisons such as one program with 
another or one year to another, the summaries of responses were converted into 
percentages, calculated for each category and each section by dividing the number of 
responses over the total number of participants. For the “Different” section, the total 
percentage could be 100, if every respondent made a comment in a given category. 
However, in the “Learned,” “Best,” and “Total” sections, percentages can exceed 100 if, 
on average, participants offered more than one comment in a given category. 
These percentages are then presented as line graphs for each category of coded 
response by section such as “Different” and “Learned.” The order of the categories is 
the same each time. This allows different patterns of responses to be clearly displayed 
and comparisons between different groups to be easily made. For some of the line 
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graphs, only the most frequent responses are displayed. For these, the categories are still 
presented in the same order, although fewer categories are included. 
Questions and Comments 
Nearly all respondents completed the Reflections (see Table 6), especially “3 
things you learned’ (an average of 2.87 responses per participant) and “2 things you liked 
best” (1.91 per respondent). Most offered “suggestions” (82%). Almost half (43%) 
provided additional “comments.” Information from 9 Reflections (1%) were mostly 
illegible. These illegible Refections are included in the overall number of participants 
but obviously have not been coded and tallied. Overall, 4,437 responses by 736 
participants were transcribed and coded. 
Table 6 
Number of comments by section 
Respondents 3 learned 2 like best 1 suggestion Comments Illegible Total 
N 736 2112 1403 605 317 (9) 4437 
mean 2.87 1.91 0.82 0.43 0.01 6.03 
In presenting and describing participants’ responses, examples are provided for 
various categories and groups. The complete response to the prompt being examined is 
quoted, even if only part of it is relevant to the topic. These quotes have been selected 
more or less randomly. For each topic in which examples were desired, the author 
scrolled through all the programs and selected one or two from every class trip. The 
choice of which to use was based on selecting quotes which were typical or particularly 
illustrative of the topic being discussed. Many of the comments were very short and to 
the point, answering the prompts with phrases such as “the guns” or “the lockplate” or 
making cartridges. These are usually not quoted, because they don’t provide any more 
information than that presented by the statistical summary of how many that is included 
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in the reported percentages. Attempts were made to generally use selections from 
different years, different types of schools, and different perspectives. Because some of 
the programs have more participants than others, those are likely to have had more 
examples drawn from them. 
Analysis of Data by Subgroups 
“Different” Responses by School 1 Teachers over Years 
As Table 7 shows, School 1 was the only school with participants from different 
years and led by different teachers. The number of participants in the groups led by each 
teacher varied each year as summarized in Table 7. 
Table 7: Participation by School 1 Teachers 
2004 2005 2006 Total 
AB 88 100 83 271 
EW 136 19 0 155 
Total 214 119 83 426 
“Different” responses as coded into categories from Reflections questionnaire 
between the two School 1 teachers were compared across the years (see Figures la-g). 
(As explained above, for this “Different” comparison, responses to each category were 
tallied by participant. For example, even if a student remarked on “weapons” three 
different times, this view shows “weapons” only once per student.) 
As the patterns on Figures la-g show, responses for groups led by the different 
School 1 teachers over years are very similar. Although not identical, the overall patterns 
follow the same basic outline. Some of the differences can be accounted for variations in 
the programs offered one day to another, generally caused by volunteer/staff availability. 
Others are a result of changes from one year to another: for example, the cannon role- 
play was not introduced until 2005, so it shows “0” for the 2004 programs. 
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Concomitantly, other activities such as the lock-making have more frequent responses. 
Sometimes a small number of respondents can skew data. Note that there are only 19 
respondents for EW ’05, which is less than one-fourth of the number in any other cell; the 
pattern for these 19 respondents tends to look a bit different than the others at some 
points. Note also that because there are few responses for the categories shown in 
Figures Id - f the x-axis displays much less than 100%, thus showing differences between 
groups more starkly. Figure lg shows how similar their overall perceptions of positive 
and negative aspects are between the different groups led by the two School 1 teachers. 
“Different” Responses by School 1 Teachers over Years 
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Figure la: “Different” responses by participants by School 1 teacher and year 
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Figure lb: “Different” responses by participants by School 1 teacher and year 
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Figure Id: “Different” responses by participants by School 1 teacher and year 
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Figure If: “Different” responses by participants by School 1 teacher and year 
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Figure lg: “Different” responses by participants by School 1 teacher and year 
Because of the similarities in patterns of responses between the School 1 teachers, the 
data have been collapsed across the teachers, so that all the School 1 responses are 
presented together. 
Differences in Responses by School 
The differences in responses between schools were examined. For this, the 
responses were grouped for School 1, for School 2 and for the remaining schools. 
(Within these groups, the patterns of responses were nearly identical.) Figures 2a-g 
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present the “Different” responses by school group. Looking at the patterns between 
School 1, School 2 and all other schools, responses are remarkably similar. Note the 
range of responses displayed on the x-axis for Figures 2e-f is quite small, roughly ten 
percentage points, thus emphasizing small differences in responses between the schools. 
“Different” Responses by School Group 
School 1 
8 School 2 
Others 
Figure 2a: “Different” responses by participants by school group 
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Figure 2b: “Different” responses by participants by school group 
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School 1 
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Others 
Figure 2c: “Different” responses by participants by school group 
School 1 
School 2 
Others 
Figure 2d: “Different” responses by participants by school group 
Figure 2e: “Different” responses by participants by school group 
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As with the responses between School 1 teachers, the data show the pattern of responses 
between school groups is nearly identical. Therefore, the results have also been collapsed 
across school groups. 
Differences in Trips over Time 
The next set of differences to be examined is between the years of the program. 
Table 8 shows the number of groups and participants by year. 
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Table 8: Number of participants by year 
Annual totals 
Year Groups Participants 
2004 10 groups 309 
2005 11 groups 283 
2006 6 groups 144 
The “Different” responses to each category for each year of the program are 
presented in Figures 3a-g. Once again, the pattern of responses by year is very similar. 
Some of the notable differences are cannons, because the hands-on role playing activity 
was not introduced until 2005. This change is reflected in different items receiving more 
attention—such as the soldiers and gunlock making activity -in 2004. In Quarters 1, the 
activities changed from one year to another—and sometimes from one day to another. 
For example, the house tour was begun in 2005, and bandage rolling, a primary activity 
in 2004, began to get replaced by doll-making and dressing up in Civil War fashions in 
2005. 
“Different” Responses by Year 
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Figure 3e: “Different” responses by participants by year 
Figure 3f: “Different” responses by participants by year 
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Although there are a few differences in the patterns of responses between years due to 
changes in programs, the summary information as shown in Figure 3g is almost identical 
across years. As a result, the data are again collapsed across the years. 
Results of 3-2-1 Reflections 
Overview of Results 
Although the schools and their students differed, the patterns of responses 
remained very similar from one school to another, or in the case of School 1, from one 
teacher to another. Because the patterns between teachers and schools and across years 
are so very similar, the data have been collapsed across teachers, across schools and 
across years to look at the results as a whole. 
How do Participants Perceive the Field Trip? 
Responses to the 3-2-1 Reflections were examined on the basis of frequency. 
Figure 4 shows the most popular coded categories for responses by different people. 
Included are categories that at least one-fifth of the respondents mentioned (and 
“negative.”) 
Overall “Different” Perceptions of Field Trip 
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Figure 5 shows the most frequent categories of responses for each of the coded 
summaries: responses by different people, what was learned, what was liked best, 
suggestions that were made, comments that were offered, and the total number of 
responses offered in each coded category. 
Overall Perceptions of Field Trip 
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Figure 5: Most frequent responses by participants by type of response 
Participants generally liked the program, citing the good time they had and 
effective learning techniques. When prompted, they offered suggestions to improve it. 
Each of the main activities was frequently commented upon, including the guns and 
cannons, the civilian homefront activities offered in Quarters 1, life as a soldier, the 
armorer’s job of making lockplates, and making paper cartridges. Participants often 
offered historical facts and information in general and about the Civil War. 
Based on the responses to the 3-2-1 Reflections measure, participants reacted 
favorably to the field trip experience. Although not asked to rate the experience directly, 
about two-thirds (62%) offered positive comments. Typical comments are “It was a 
good experience and I learned a lot. The people there are great” (5/17/05 #18) and “This 
was a good field trip and fun” (6/13/005 #6). A few (11%) offered negative comments 
such as “Less talk, more activities” although they sometimes also added on the next line 
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“It was fun” (5/9/06 #14). Nearly half (48%) said they had a good time. “It was cool” 
(5/11/04 #26). “This was one of the best field trips I've ever been on!” (11/10/04 #19). 
Two-thirds of the participants (67%) remarked on effective learning techniques: 
“the making of the bullets because it gave me hands on action and helps me visualize 
what a bullet actually looks like” (6/1/05 #3) and “how to load up a cannon because it 
was interesting and fun (that little play)” (4/15/05 #25). More than half (57%) offered 
remarks about feeling good. “Making lockplates, it was hard but fun project” and 
“bookmarks because it is fun to sew” (5/2/05 #29). Two-thirds (67%) offered 
suggestions to improve the program such as “Let us shoot the muskets” (5/6/05 #21) and 
“Let the kids march” (10/21/05 #6). 
Nearly all (87%) remarked on the weapons (shoulder arms and cannons): “How 
to load a gun in the 1800s” (6/13/05 #8) and “Cannon loading and firing process” 
(10/21/05 #1) and “Gun performance because it showed how much smaller and noisier 
guns were back then in the war” (11/10/04 #9). Occasionally, comments were more 
detailed: “the gun demos because we saw how to load an old rifle properly and how 
different rifles shot or were loaded by different procedures” (4/29/04 #22). 
More than two-thirds (69%) cited the homefront activities (civilians). “When we 
were allowed to dress up and eat our cookies and drink our juice. It gave us a chance to 
feel how Civil War era culture was” (4/14/06 #17). “Making bookmarks kept us busy 
and interested” (6/10/04 #16). “Touring the house because I felt like I was living in the 
19th century during the Civil War” (5/9/06 #23). Because there were so many different 
kinds of activities offered on the homefront at various times, sewing was the only activity 
which was mentioned by at least 20% overall. Sometimes new programs were added and 
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dances ”( 4/29/04 #19). “How important the Springfield Armory was during the Civil 
War” (11/10/04 #17) “There were 400-500 women in the Civil War” (4/15/05 #4). 
What do Participants Report Learning? 
This data is drawn from the 2112 responses to the prompt “Identify three (3) new 
things you learned on this trip. ’’ Nearly everyone answered this with three things he or 
she learned. On the average, participants offered 2.87 responses to this question. 
Although there are 736 different respondents, it is possible for one individual to make 
two or more comments that fall into the same category. Similarly, one comment may be 
coded into several categories. Responses were calculated as a percentage, with n= 736. 
Thus, the percentage reported could be greater than 100 when respondents reported 
learning about the same general topic more than once. (To compare the how many 
respondents chose the same topic more than once, one can look at the number of 
“different” responses in which each category is only listed once per person and the 
“learned” chart where the total number of comments provided as “learned” have been 
tallied.) 
Participants reported learning about the major topics presented. Figure 6 presents 
the most frequent responses to “Identify three (3) new things you learned. ” Categories in 
which the response rate to “Learned” was at least 10% are included. 
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What Participants Learned 
Figure 6: Most frequent responses to “Learned” 
Figure 7 shows the same information along with the “Different” responses. This shows 
which items were generally included only in the “Learned” section and which also were 
referred to in other sections, generally “Best.” 
What Participants Learned and Overall Responses 
Figure 7: Most frequent responses to “Learned” and “Different” 
As Figure 6 shows, “weapons” was the topic most often identified as something 
learned. Many respondents listed this two or more times. Also frequently mentioned are 
soldiers, historical facts, civilians, armorers, making cartridges and comments about the 
way of life in the mid-nineteenth century. These topics match up with the major 
activities of the program. 
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Many students (82%) offered historical facts, usually about one of the main 
activities. “[Soldiers’] clothes were itchy” (6/6/04 #31). “Mass 54th Regiment refused 
pay for 18 months” 4/15/05 #2. “Porcupines tried to eat the salt from sweat on the guns” 
(11/10/04 #21). Not all facts were detailed. Most of the participants’ comments were 
quite brief, and the ones that offered facts were not different. “The life of a soldier wasn't 
easy” (.6/10/04 #16). Other facts (32%) were about the Civil War. “Springfield was the 
biggest gun maker during the Civil War” (5/17/05 #20). Only a few of the facts offered 
contained significant errors (4%). “Soldiers carried heavy backpacks that weigh about 9 
pounds. That's why most people threw theirs away” (6/13/05 #6). In fact, the muskets 
weighed about 9 pounds; packs were much heavier, often weighing 50 pounds or more. 
When going into battle, soldiers sometimes ditched their packs in order to charge and 
fight more effectively. 
Most of the comments about what participants learned involved weapons (109%). 
Many chose to list two or even three facts about the musket rifles (81%) and/or the 
cannons (27%) They learned “all the steps necessary to load and fire a cannon” (6/13/05 
#9) and “it takes 20 seconds to reload old guns” (6/7/06/#l 1). Most often, respondents 
said they learned how the guns were loaded and fired (59%). A frequent response to 
Three things I learned was “the way the muskets worked” (6/10/04 #19) and “it is hard to 
shoot a gun” (5/5/04 #28). They also noted the technological advances (25%) in the guns 
used before, during and after the Civil War. Some comments were specific: “the breech 
loader can fire faster than a musket” (5/4/04 #7), while others were general: “one gun was 
better than another” 10/21/05 #8. 
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Many participants (20%) wrote they learned “how to make a cartridge” (6/6/04 
#7). Some provided detail such as “bullets were made out of powder and paper” (5/6/04 
#28). 
Soldiers (69%) and their way of life was another major area that participants 
reported learning about. They learned about gear (7%), clothing (12%), marching (7%), 
pay (7%), hardtack (6%), shelter (4%), and the 54th Massachusetts Regiment (4%). 
Remarks include “the different things soldiers wore and carried” (5/12/05 #22), “soldiers 
had to sleep outside in tents and when it rained it was best to stick your head out” 
(5/11/04 #23), “that blue is for infantry, red is artillery, and yellow is cavalry” (5/4/04 
#21), “what kind of shoes the soldiers wore. That they could go on each foot. (5/17/05 
#10), “tasted hard tack-tastes like salteens” (6/1/05 #8), “how African Americans could 
get ten dollars instead of thirteen” (5/6/05 #32). 
About a fourth (24%) noted they learned facts about the way of life during the 
Civil War. Most of these were about the soldiers, but some of the comments were 
directed to the civilians and a few referred to the armorers. Again, most of the comments 
were basic such as “about how they lived” (6/7/06 #3), while some provided more depth 
including “soldiers were punished if they ran away from war” (5/11/04 #31). The kinds 
of food soldiers and civilians ate was also another major topic (14%). Respondents 
learned that “Soldiers had hardtack and coffee to eat and drink” (4/29/04 #19) and “that 
sugar was scarce” (10/21/05 #2). 
The Armory itself (11%), making arms for the nation (5%), and the museum 
(4%) were topics that participants reported learning about, or in the case of one person 
(probably a chaperone raised in Springfield): “I had forgotten about Watershops Pond” 
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{6/1/05 #6). Other comments include “the Armory in Springfield was the first” (6/10/04 
#16) and “Longfellow wrote a poem on the Armory” about the Organ of Muskets on 
display in the museum (5/9/06 #30). 
The work of an armorer (31%), including making gunlocks (27%) was another 
major area respondents mentioned. Many participants said they learned “how to make a 
lockplate” 6/5/06 #2 and about “making the locks-had to get them inspected” (5/12/04 
#12). 
The many activities involving the civilians on the homefront (43%) were 
described. Women and their roles (12%) were often particularly mentioned. As 
mentioned earlier, the activities in Quarters 1 varied significantly from one trip to another 
and from one year to another and so, too, did the responses: “What bandages were made 
of and how to make them” (5/2/05 #34), “Women did the cooking, sewing and lady stuff’ 
(5/6/04 #11)^ and “The servants were Irish not African” (4/14/06 #12). 
Another group of responses cluster around comparisons (5%) and differences 
between different groups of people (10%), how life was different and often difficult 
(12%) including medical/health (4%) in the mid-nineteenth century and what the 
economy (12%) was like back then. Things that participants learned include “workers 
got more money than infantry” (6/1/05 #16), “there was barely any medical attention and 
lots of people died” (5/5/04 #14), “how they ran out of food and when they were starving 
they ate bugs and maybe even squirrels” (5/2/05 #35), and “that a family member had a 
bigger room than a servant” (5/5/06 #2). 
A handful or two of participants mentioned skills they learned, especially in math 
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(2%), and connections to other subjects, for example, “The way you angle a cannon 
determines distance” (5/12/05 #26). 
What do Participants Like Best? 
Participants were asked to “Describe two (2) of the activities you liked best. 
Please explain why. ’’ There were 1403 responses to this question for an average of 1.91 
per person. Responses to this prompt are similar to those given for the “learned” 
question, although the percentages differ somewhat as displayed in Figure 8. Note that 
because respondents could give two different answers, it would be possible for the total 
percentage to be greater than 100 if the same category was cited twice by participants. 
The percentages reported reflect the number of responses coded for that category divided 
by 736 total respondents. 
What Participants Liked Best 
Perhaps partly because the afternoon activities were generally more informal and 
relaxed than those in the morning, about two-thirds (63%) of the respondents liked best 
the homefront program describing the life of a civilian during the Civil War. As 
explained above in the “Learned” section, the activities varied greatly from year to year 
and even daily, often depending upon the availability of volunteers. The most frequently 
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mentioned activities included sewing (17%), making bookmarks (11%), rolling bandages 
(8%), exploring Quarters 1 (7%), and eating cookies (8%). Participants liked doing 
“what the women did because it was a nice change from always learning about what the 
soldiers did” (4/29/2004 #28). They enjoyed experiencing life in the mid-nineteenth 
century such as “when we were allowed to dress up and eat our cookies and drink our 
juice, ft gave us a chance to feel how Civil War era culture was” (4/14/2006 #17) and 
“when they showed us the house because we got to see how they lived back then” 
(5/2/2005 #25). Participants explained their likes with other reasons: “sewing the initials 
because I [had] never done that before” (6/10/2004 #18); “doll making—I created my own 
ideas” (5/4/2005 #17); and “sewing the bandages because it was easy and fun” 
(4/15/2005 #18). They offered practical reasons, too, for what they liked doing: “eating 
gingerbread cookies because I was hungry” (6/13/2005 #7) and “making the bookmarks 
because it's near Mother’s Day and I didn’t know what to get her” (5/9/2006 #30). 
The weapons were a favorite for almost half the respondents (53%). They noted 
the blank firing (34%); rifles (41%), loading (13%), cannons (9%), and technical 
advances (7%) as what they liked. For some, it was all about the guns: “seeing the 
muskets get shot because I like guns” (5/6/2005 #34) and “the gun firing, I like guns” 
(5/10/2005 #16). One astute observer remarked that the best thing was “watching the 
men play with guns” (6/7/2006 #4). They liked learning by demonstration: “when we 
had to watch the guns being fired because it was cool to see the difference in guns” 
(5/6/2005 #10) and “nine steps of a musket because in my life [I] never knew how to do 
this” (5/12/2004 #30). They liked being involved in learning: “watching them fire the 
rifles because it smelt like eggs” (5/17/2005 #5); “doing the cannon activity because it 
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was fun and everyone was able to participate” (5/12/2005 #32); and “the cannon part 
because we got to interact with the guy” (5/17/2005 #26). 
The simulation of manufacturing gunlocks was noted by nearly half of the 
participants (41%) as one of the two best activities. Respondents liked the intensity and 
involvement they found in the activity: “making the lockplates because it was good that 
we got to actually do something” (5/4/2004 #15). Comments ranged from the simple 
statement of liking “making lockplates because it was hands on” (11/10/2004 #5) to more 
complex reasons: “the lockmaking for the gun. it was fun and we got to have to race to 
the inspectors. That was cool” (5/4/2004#18); “making the cartridges and lockplates for 
weapons because it showed how intricate the parts were” (6/6/2004#4); “I liked being the 
inspector because it gave me a sense of about how fast Armory workers had to work to 
make money” (5/9/2006 #20). Participants commented on feeling as if they really were 
armorers: “making the pieces for the gun because it was real to get paid with ‘coins.’ 11 
was like we were really back in time!” (4/14/2006 #2), and “when we were downstairs 
making the lockplates because it helped me realize what working in factories was really 
like” (5/17/2005 #13). 
A number of participants liked making paper cartridges (13%): “making the 
bullets because it was fun” (5/5/2004 #9) and “how to make a bullet because it was cool” 
(5/6/2004 #3). 
Some respondents (11%) selected the life as a soldier as one of their favorite 
activities. A frequent comment was about participating in the reenactment. They liked 
“when the sergeant made us march in order. It made it feel real.” (4/14/2006 #17) and 
“talking to the soldier that reenacted in 54th regiment. He was very interesting” (6/1/2005 
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#1). “I liked everything! Particularly enjoyed going outside and seeing the soldier's 
camp because I like re-enactors so I can see what things looked like instead of just talking 
about it” (11/10/2004 #)1. The local connection was significant; one person commented 
on “Charles' discussion and seeing the photos/dossiers of actual local soldiers” 
(.5/10/2005 #4) as a best thing. There were many comments about the food that soldiers 
ate and participants could sample; One youngster liked “eating the hardtack because I 
was hungry” (5/17/2005 #5). 
Middle school students enjoyed lunch time (3%). One said that a best thing was 
“lunch, too, because I was hungry” (5/4/2004 #49). Other comments offer insights into 
other favorite activities and the reasons for their choices: “spending time with my friend 
and learning” (6/7/2006 #18); “when we did the mapping activity. It was fun.” 
(6/10/2004 #2); and “learning about the cannon because it takes a lot of math (I never 
knew that)” (5/12/2005 #7) are some of the other remarks made by participants. 
Overall, when participants listed the two things they liked best, two-thirds (62%) 
offered comments that were rated “positive” (see Figure 9). The reasons they offered 
were coded as having good feelings about the activity (43%), having a good time (27%), 
and utilizing an effective learning technique (26%). 
115 
Positive Ratings Associated with “Best” Comments 
Figure 9: Positive ratings associated with “Best” comments 
Not all respondents explained why they chose a particular item as one of the “best 
things” about the field trip. Those who did offered many different kinds of reasons as 
shown in Figures lOa-b. Examples of these are included in the above discussion of what 
was liked best and why. The chart below shows the distribution of these reasons. The 
most frequently cited are having fun (15%), being informative (12%), being educational 
(8%), and feeling like it was back then (7%). Other popular reasons for liking an activity 
are that it is interesting (6%) and hands on (6%), a new experience (5%) and “cool” (4%). 
Reasons Offered for “Best” Responses 
Figure 10a: Reasons provided for “Best” responses 
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Figure 10b: Reasons provided for “Best” responses 
What Suggestions do Participants Offer? 
Six hundred five participants (82%) provided a response to the request “Provide 
one (1) suggestion for improving this field trip” on the 3-2-1 Reflections Questionnaire. 
These responses are reported below and have been calculated as a percentage of the total 
number of participants (736). Figure 11 displays the category of suggestions that were 
offered. The most frequent suggestion (29%) was to make the program longer or add 
more to it. As described above, some of the comments were positive: “Make it longer, I 
loved it.” (5/11/2006 #18); some negative: “less talking, more activities” (5/4/2004 #26); 
“need more hands on activities and shorter speeches” (5/5/2006 #8); but most were 
neutral: “more activities outside” (5/6/2004 #6); “more time to look at the museum” 
(5/17/2005 #20); “ to be in the activities longer” (4/15/2005 #5). 
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Suggestions Offered by Participants 
Sugg 
Figure 11: Most frequent responses to “Suggestions” 
Most of the comments in this category were coded as suggestions for 
improvement (67%); others were simply comments about the program. Figure 12 
displays the types of comments that were made. Of these, most (60%) offered ideas 
about learning effectively. Most of these comments were neutral in tone. A small 
proportion (8%) referred to good feelings. A few (6%) made comments that were coded 
as positive while more (9%) said something negative when offering suggestions. These 
negative comments were about equally divided between ineffective learning strategies 
(5%) and bad feelings (4%). 
Types of Comments for “Suggestions” 
Figure 12: Ratings associated with “Suggestions” 
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Weapons were the next most frequent topic for suggestions (15%). Many of 
those comments involved letting students shoot the guns (10%): “fire different guns” 
(■6/1/2005 #13); “let us shoot the guns (5/10/2005 #19). 
One out of ten participants (10%) offered ideas about the homefront activities for 
civilians such as “restore the house to look like back in the 1800s” (10/21/2005 #11) and 
“put more activities in the sewing circle” (11/10/2004 #14). Some (5%) addressed the 
tour of Quarters 1, often wanting more: “go see the rooms upstairs” (4/15/2005 #6). 
Some (6%) wanted the program to specifically “include more hands-on 
activities” (.5/9/2006 #1). Others suggested more activities about history (5%) and the 
Civil War (4%), such as “do a war reenactment” (6/13/2005 #2). Some offered ideas to 
improve the soldiers (4%) program: “I think it would be better if the students could dress 
up like soldiers and pretend that is what they were” (11/10/2004 #17). There were 
suggestions about lunch (4%) “provide more time for lunch” (5/12/2005 #29) and the 
weather (3%) “I think outside activities should only be done on warm days because today 
it was cold” (5/4/2004 #34). 
A variety of other suggestions were offered that were wide-ranging. These 
addressed procedural improvements such as “add in bathroom/water break” (4/29/2004 
#33) and physical comfort especially “chairs to sit outside” (6/6/2004 #1) and “picnic 
tables outside for lunch” (6/6/2004 #9). They suggested reducing the work requirements 
for students “no work after trip or during trip because homework is uncool” (5/12/2005 
#5) and adding museum-type displays “have more small displays (Civil War era) in other 
places—like in basement—maybe “portraits of famous people, too” (4/15/2005 #2). 
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What Comments Did Participants Make? 
Less than half the participants offered comments on the 3-2-1 Reflections 
Questionnaire. Only 317 of the 736 participants (43%) added something when prompted 
with “Comments? ” As above, the comments were coded into categories and the 
percentage reported was determined as a percentage of the overall number of participants 
in the program. Figure 13 shows the kinds of comments that were offered. 
Comments Offered by Participants 
Comm 
Figure 13: Most frequent responses to “Comments” 
Types of Comments for “Comments” 
Figure 14: Ratings associated with “Comments” 
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As Figure 14 shows, most of the people who made comments at all said 
something positive (35% of participants). “It was very cool” (■4/15/2005 #6). “I loved 
this field trip. It was great. Just wish I didn't have to go home so early. Thank you. Best 
experience of my life” (5/9/2006 #9). “Awesome!” (10/21/2005 #16). “The trip was 
awesome! I had a lot of fun. The reenactors were very cool and smart” (5/17/2005 #7). 
.About a third each said they had a good time (32%) and/or reported feeling good 
about the trip (35%). “It was great. I love it. It is so cool to know history.” (5/24/2005 
#18). “I liked the hands on activities” (5/12/2005 #1). “Everything perfect! Loved this 
trip!” (4/14/2006 #10). 
Many (18%) said it was a good field trip. Twelve percent of the participants used 
the word “fun” in their comments and two percent called it “cool.” “It was good and it 
was fun and I got out of school” (5/12/2004 #26). “I had fun on this trip” (5/6/2004 #7) 
“it was fun to see the big house” (5/10/2005 #11). “Hard tack is gross! It was fun! 
Lunch was fun!” (4/29/2004 #34). “FUN!” (4/29/2004 #39). 
Not everyone liked the experience. About 2% of the participants complained 
about the field trip or made some kind of negative comment. These were divided 
between comments about ineffective learning techniques (1%) and feeling bad (1%)— 
usually bored—while on the trip. “It could have been more better” (5/11/2004 #3). 
“Make it interesting to us!” (5/5/2006 #11). “People rambled on. Workshop was cool. 
Informative. Making powder pouches was boring. Made us go to mostly boring things ” 
(6/1/2005 #5). “Make this place more exciting” (5/5/2004 #13). [This respondent, like 
many, had no other complaints, and his/her other responses were about having great first 
time experiences!] 
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About one in ten participants (10%) commented on effective learning techniques; 
some found the experiences informative (7%), educational (6%) or interesting (4%). “I 
learned SO much, that I squeezed two things for one in step 1 (3 new things) and I 
learned a lot more than I wrote! I loved the reenacting because it provides me with 
writing inspiration as I love writing on my own not just in school” (11/10/2004 #1). “I 
really liked the trip. I learned many new things. The hands on activities really made me 
understand what it was like during the Civil War” (5/17/2005 #6). “I learned a lot. You 
can learn by seeing things and hands on, which was fun” (4/29/2004 #1). “You can learn 
more than in a book” (6/10/2004 #11). 
A few respondents said “Thank you” (5%) and others acknowledged the effort 
that had gone into the program. “Thanks for letting us come!” (5/4/2004 #34). “Very 
enjoyable day. I appreciate all the effort put forth and the volunteer help so willing. 
Most of the questions that were asked were answered in depth. Thank you very much” 
(4/14/2006 #4). “I thought it was very well thought out and I liked the hands on 
activities ” (5/17/2005 #12). “Thanks for showing me the armory from the inside out” 
(4/15/2005 #9). “Thank you for such a well organized day and for patience and tolerance 
of all ages. Staff were extremely helpful and friendly. Great hands on experience” 
(10/21/2005 #1). Some respondents (3%) expressed an interest in returning. “I wish I 
could come back” (5/12/2004 #8). “This is a very great place to come and hope I can 
come again” (6/6/2004 #14). 
A handful of responses are very intriguing, leaving one to wonder what exactly is 
not being said. “I can tell you tried to make it fun and interesting and put a lot of work 
into it” (4/29/2004 #24). “Great museum! Good luck fixing the house!” (6/1/2005 #15). 
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“One of the better field trips we have had this year” (5/2/2005 #23) and “it was better 
than our last field trip” (5/6/2004 #3). A few have some unusual suggestions, such as 
“The trip was pretty fun but it would have been better if we had our own little war” 
{5/6/2005 #17) and “Would a cavalry Civil War component be possible?” {11/10/2004 
#16). 
Positive Perceptions 
Responses participants made that are associated with positive perception of the 
field trip are summarized in Figure 15. These were selected primarily from reasons why 
things were “liked best” that were provided by at least 2% of the participants. The chart 
shows these attributes for “best” as well as for “suggestions,” “comments,” and 
“different.” The percentages used in describing the data are from “different,” that is, the 
total number of participants who made any remark coded into that category. 
Positive Perceptions of Field Trip 
Figure 15: Positive ratings associated with participants’ remarks 
About one-half (49%) of the participants made remarks on the 3-2-1 Reflections 
that were coded as “having a good time.” These include having “fun” (24%), finding 
the program “cool” (5%), and enjoying themselves (6%). 
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About one-fifth (19%) of participants noted that the program was informative in 
some way. Fifteen percent found the program to be educational, and 10% mentioned it 
was interesting to them. 
Two-thirds (67%) of the participants referred to effective learning techniques 
when they remarked on the activities. The most frequently cited is hands-on learning 
(13%). Seven percent mentioned role-playing, and five percent wrote about having new 
experiences. Dressing up (4%), using their creativity (3%), engaging in competition 
(3%), and doing crafts (3%) are the other techniques participants often remarked upon. 
Food is another category mentioned by participants. Lunch was a favorite activity 
for 3% and included on the Reflections by a total of 7% of participants. Some (4%) 
especially liked the chocolate that was used to “pay” armorers for making locks, and five 
percent referred to taste and/or being hungry as a reason for their choice of “best” 
activity. 
Negative Perceptions 
A relatively small percentage (11%) of all participants made comments that were 
coded as negative. Most of these negative remarks were made in the “Suggestions” 
section (9%) and a few (2%) were made in the “Comments” section. Many of the 
comments participants were coded neutrally; these could have been taken either way. 
(For examples, see the examples cited in the “Suggestions” and “Comments” descriptions 
above.) Figure 16 shows the various categories in which some negative comments were 
recorded for Suggestions, Comments,” and “Different.” However, the data points also 
include positive and neutral comments. For example, most of the “more/longer” category 
contains neutral comments, as in “more hands on activities.” Some are negative as in 
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“less talk, more activity.” A very common suggestion of “Let us shoot” was not recorded 
as negative or positive, just as an idea for improving the program, although the 
participants might have meant it as a negative. 
Figure 16: Comments associated with negative remarks by category 
The most common complaint was too much talking (4%) and not enough action. 
Some participants (1%) called the program or some activity “boring;” others wanted 
“more fun” (2%), although some of those could have merely wanted more good 
activities. Several (3% in suggestions, 4% in total) mentioned the weather; most of these 
suggested arranging for nicer weather on the day of their visit or moving the program into 
more sheltered space on inclement days. Some of the people (2%) who made suggestions 
about “outside” were complaining, while others clearly wanted more outdoor programs. 
Fixing up the area or adding to the physical amenities was another cluster of responses. 
Renovating Quarters 1 was offered as a suggestion by 1% of the participants and 
remarked on by a total of 2%. The same numbers of people suggested adding tables and 
chairs, benches to program areas. Most of these remarks were made in the first year of the 
program (because more seating was added for the subsequent years.) A few (1%) had 
remarks about the gift shop, often about adding snack food or other items appealing to 
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youngsters. The last category of complaints involved things generally under the teacher’s 
control: academic work (2%) and grouping (2%). Many of these comments were from 
the author’s classes, probably because her students had homework to do based on the 
program activities. A few from other schools also made comments about academic 
preparation and follow-up and grouping. 
Teachers 
Fourteen teachers who attended a half-day workshop in March 2004 completed a 
questionnaire. They answered the same four Reflections questions as participants in the 
program. Their responses have been compared to all participants in Figures 17a-g. 
Although there are some differences, the overall pattern of responses made by the 
teachers is remarkably similar to those of the respondents. Some of the differences can 
be accounted for simply because with the small number of teachers a few responses can 
skew the data. However, there are some interesting differences. Teachers offered more 
historical facts to the question of “three things you learned.” Nearly every teacher 
provided historical information compared to only about half the participants. These facts 
were apt to be about Springfield, the Civil War, and the armory, thus increasing the 
percentage of this category when compared to the participants in general. Although the 
teacher’s workshop was similar in structure to the program offered to students, there were 
some differences in the way information was presented; the activities at the homefront 
were much more “elegant” and the soldier’s campfire was more involved. Because it was 
the first time the lockplate simulation was tried, there were a number of suggestions 
teachers made to help it go more smoothly. Teachers also commented more on effective 
teaching techniques such as hands-on learning and role-playing and including math in the 
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program. All teachers offered suggestions to improve the program compared to only 
two-thirds of the participants. In fact, many of the comments and suggestions offered 
were used to make changes in the activities. 
Once again, the pattern of responses (as shown in Figure 17g) from the teachers 
for the overall ratings of “positive” and “negative” is almost identical to those of the field 
trip participants. Overall, the teachers enjoyed the workshop, offered suggestions for its 
improvement and found little to directly complain about. One difference is that one-fifth 
of the teachers made remarks (mostly suggestions) about the timing and one-half about 
the organization of the program whereas participants did not remark on these. 
“Different” Responses by Teacher and Participants 
Figure 17b: “Different” responses by teachers and participants 
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Figure 17c: “Different” responses by teachers and participants 
Figure 17d: “Different” responses by teachers and participants 
Figure 17e: “Different” responses by teachers and participants 
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Figure 17f: “Different” responses by teachers and participants 
positive negative improve effective good ineff bad timing organiz 
leam feeling leam feeling 
Figure 17g: “Different” responses by teachers and participants 
Learning Objectives 
Learning objectives were generally met. (See Appendix C, p. 96.) The overall 
objective was that “Students will participate in a variety of hands-on activities to 
‘experience ’ life in Springfield during the Civil War so that they will understand what life 
was like for some groups ofpeople in Springfield and how Springfield and the Armory 
contributed to the Civil War effort. ” 
Participants reported learning about each of the main ideas presented. See 
Figures 18a-b displaying responses that address the learning objectives. 
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“Different” Responses Addressing Learning Objectives 
Figure 18b: “Different” responses addressing learning objectives 
Identify major landmarks on maps of Springfield in 1827 and 1870, explain how 
geography influenced Springfield’s history, and identify ways that Springfield grew and 
changed through the Civil War. 
Comparing old maps of Springfield with the current city landscape as viewed 
from the top floor of a nearby tall building was one of the first activities offered to 
participants. Over time, the activity received less emphasis and was eventually dropped, 
partly because copies of the old maps had been given to teachers and were already being 
used in the classroom as part of the pre-trip preparation. Only a few participants noted 
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facts in their reflections specifically about geography (2%) or about Springfield (3%). 
This learning objective received little notice from participants on their Reflections 
compared to others. 
Identify significant roles Springfield and the Armory played in the Civil War and 
the events leading up to the confict and 
.Describe how the Armory and Springfield interacted with each other and the local 
economy through the Civil War. 
Both of these learning objectives were addressed by many of the participants, but 
none really offered statements in their Reflections that directly described these goals. 
More than half (53%) of the respondents offered historical facts, and about a third (31%) 
specifically mentioned the Civil War. A few (11% each) noted the Armory and 
economics. Some (27%) noted making cartridges, an activity generally done by local 
workers. A handful (5%) specifically noted that Springfield made arms for the nation at 
the Armory. Most of the information about this objective has been included in the pre¬ 
trip information, especially in the videos {The Springfield Armory and Springfield and the 
Civil War) and in the other documents and information that has been supplied for pre-trip 
activities. 
Describe some of the significant contributions and activities of armorers, 
including supervisors and shop workers, and 
Describe some of the significant contributions the Springfield Armoiy made to the 
industrialization of America. 
Most of the respondents (87%) offered comments about the weapons made in 
Springfield. More than half the participants (55%) identified the work of the armorer as 
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what they learned or what they liked best. A quarter (28%) referred to technological 
advances. Some of the comments about the armorers refer to how the work was done and 
the way it contributed to improvements in manufacturing. 
Describe some of the significant contributions and activities of soldiers mustered 
out of Springfield, particularly those in the 54th Massachusetts Volunteer Regiment and 
the 9th Artillery Company. 
More than half the respondents offered remarks about the soldiers (56%) and their 
way of life. Many commented on the cannons (29%); some of those comments included 
the soldiers who manned them. A few (6%) offered comments specifically about the 54th 
Massachusetts. However, respondents typically did not refer to individuals, especially 
those who came from Springfield, even though there was a session that included dossiers 
with details about the contributions of Springfield men and women. 
Describe some of the significant contributions and activities of civilians 
supporting the war effort, including women and children, African Americans [and Irish 
Catholics]. 
Life as a civilian was referred to by many of the respondents (69%). Students 
notes the roles women played (12%), and they also mentioned class, gender or racial 
differences (9%). The plan to include details about the Irish in the homefront sessions 
did not get implemented in the program. 
Discussion 
The Reflections Measure 
Working with the National Park Service at the Springfield Armory National 
Historic Site, the author developed a program using local resources and following best 
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practice that was offered to local middle school students. Data were collected from 736 
participants over a three year period and involved students from the local city middle 
schools, area private schools and home school organizations. Participants responded to a 
simple 3-2-1 Reflection asking them to identify 3 things they learned, 2 things they liked 
best and why, and 1 suggestion for improvement, with space available for additional 
comments. A total of 4,437 responses were transcribed, categorized and analyzed by the 
author. 
Data are available for only the first of the three teacher workshops. Fourteen 
teachers participated in that session, and the information from their Reflections has also 
been transcribed and analyzed by the author. 
As a measure, the 3-2-1 Reflections worked. Even with “test fatigue” and “end- 
of-the-year-itis” (due to the extensive standardized testing schedules in May and June) 
students were willing to complete the forms. The Reflections were easy to administer and 
simple for participants to complete. In retrospect, it might have been interesting to gather 
additional information for each participant: student, chaperone or teacher role; gender; 
age; ethnicity; English language proficiency; special education status; free/reduced lunch 
status. However, given that there were few differences between city, private, and 
homeschooled students, it is likely that these differences might have little effect on the 
responses. In any event, the decision was made to keep the Reflections as simple as 
possible to maximize completion rates and minimize the time required to finish them. It 
would have also been helpful to know how many students and how many chaperones 
participated in the field trip program as well as the number of reflections that were 
completed. 
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Because the Reflections measure was designed to be short and simple, it did not 
ask for detailed explanations about why respondents offered particular answers or how 
they felt about the program. Nevertheless, many participants presented information about 
their feelings and observations of the program. Many of these comments were placed 
into categories that included only a few participants, but collectively they offer insight 
into what worked, where the problems lay, and how to structure the program more 
effectively. 
Differences Between Groups 
Results of the 3-2-1 Reflections show that each group perceived the trip in 
remarkably similar ways. Especially when looking at the patterns of responses, it is clear 
that respondents generally had the same reactions to the program independent of their 
school group, teacher or year. The data from the teacher workshop was analyzed in the 
same way as the data for the participants in the program. Once again, the pattern of their 
responses was remarkably similar to those from the field trip. Data were compared for 
the two teachers from one school (School 1) who participated, for the two schools 
(School 2 and School 1) who participated all three years, for differences between types of 
schools, and for differences between years. 
The one school that had two teachers participate had few differences between the 
groups’ responses except for EW ’05. This group has data for only 19 participants 
compared to approximately 100 for each of the others. With such a small n, it is difficult 
to tell what differences might be important and how that group might really be different 
from the others. Generally, EW’05 had fewer comments in most categories, most notably 
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the summative categories of positive, negative, suggestions for improving, comments 
about learning effectiveness and feelings. There is no obvious reason for the differences. 
Most of the differences in patterns of responses are due primarily to variations in 
the program that was offered, and that is mostly due to availability of volunteers or to the 
development of new programs. For example, when the cannon reenactment was offered, 
more than half the respondents remarked on it. However, the first year it wasn’t yet 
developed and so it was not mentioned while other activities were cited instead, raising 
the response rate for those activities. The other area with relatively greater response 
variation is the civilian activities at the homefront. These activities were more dependent 
on which volunteers participated and the timing of the school’s trip. When schools had 
less time for the program, the activities on the homefront were modified. Volunteer 
availability particularly affected the homefront activities. For example, when Mrs. F was 
able to be there, she shared stories about African American women in Springfield; Mrs. B 
was especially interested in fashions of the times and offered her expertise in that area. 
Mrs. G was almost always able to serve as hostess for the juice and cookies; her 
conversations with the students provided great background and details about proper 
manners and life for children at that time. The Superintendent’s home, called Quarters 1, 
is a beautiful example of an old mid-nineteenth century home of a prosperous New 
England family. It was occupied from its completion in 1845 for Colonel Ripley to the 
closing of the Armory in 1968. As such, it was updated for years, and then left to quietly 
age once it was no longer a residence. Slowly, the National Park Service is restoring and 
using parts of the home for various projects. Depending upon the group, its size, and the 
timing, students were given a tour of parts of the home. Those who were able to tour the 
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house often offered comments, and those who couldn’t take the whole tour would 
sometimes suggest that a tour be added or lengthened. 
No particular thought was originally given to participants from different types of 
learning institutions; the focus was on public school students from the city and how these 
generally high-risk urban students might be more successful learners. However, when 
teachers from the wider community indicated interest in the field trip and the training, it 
was reasonable to include them and their students in the program. 
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One of the surprises for the author was that there were no differences in the ways 
|l i 
students from different kinds of schools perceived the program as measured by the 3-2-1 
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Reflections. Whether they were from home-schools, private school or public schools, 
participants reported learning the same things, liking the same things for the same 
reasons, and suggesting the same improvements. Nor were there important differences 
from one year to another, despite the fact that the program matured and seemed to the 
staff to have become a more polished and better run program. It would seem that all 
participants come in to the program with certain expectations, have a good time, learn a 
lot about the topics, and are generally satisfied with the experience. 
Learning Objectives 
Other studies have measured how well field trip participants meet learning 
objectives. This one accepts the premise that field trips are an effective way of learning; 
it simply seeks to demonstrate that each of the learning objectives has been addressed. 
Based on the data presented above, it is concluded that learning objectives (see Appendix 
C, p. 96) were successfully met as measured by participant comments about each. 
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The overall goal was for “Students [to] participate in a variety of hands-on 
activities to ‘experience’ life in Springfield during the Civil War so that they will 
understand what life was like for some groups of people in Springfield and how 
Springfield and the Armory contributed to the Civil War effort.” Although there were 
varying levels of responses in the 3-2-1 Reflections to specific objectives, every one was 
included in the participant responses when they are taken as a whole. Those individual 
objectives for which a major activity was offered received the most support, being cited 
by two-thirds or more of the respondents. These include identifying the contributions and 
activities of armorers, soldiers and civilians. Some of the objectives, such as 
Springfield’s role in events leading to the Civil War and the economic significance of the 
Aimory, were addressed more directly by the required pre-trip activities than the field trip 
itself. This is reflected in the few responses from the field trip’s Reflections (less than 
10%) that pertain specifically to them. 
If frequent mention is one way to measure the effectiveness of learning material, 
then those areas in which participants spent the most time are the ones in which they 
learned the most. The concept of time-on-leaming is well-established. 
Each of the three major workshop activities was about an hour and a half long. 
Each area was noted by many of the participants (life as an armorer—55%, soldier— 
56%, and civilian—69%). Participants frequently offered historical facts (56%) with few 
major errors (5%) and specific information about the Civil War (31%). The Armory’s 
mission was to develop, manufacture and store weapons; nearly all of the participants 
offered comments about weapons (87%), indicating they understood the importance of 
the Armory. They made paper cartridges (27%), learned about loading weapons (51%) 
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and technological advances (28%) during the Civil War era. One of the objectives was to 
understand differences among groups of people; participants remarked about the men of 
color from the 54th Mass. Regiment (6%), about the women (12%) and their roles in 
supporting the war effort, and about servants who worked in Quarters 1. They also noted 
comparisons between different groups (7%) often due to economics (9%), and some of 
the hardships people experienced during the war years (12%). 
Reasons for Liking and Not Liking the Program 
Participants considered the field trip to the Springfield Armory a positive 
experience (62%). They felt good (57%), had a good time (49%), and felt it was an 
effective learning experience (67%). On the reverse side, 11% of the respondents made 
comments that were coded as negative; of these, 6% complained about ineffective 
learning techniques and 4% indicated that they did not enjoy the activity(s). It is 
significant that some of these roughly 80 participants also indicated in their other 
comments that they liked the program. Although none of the Civil War program’s 
educational goals included having fun, “[preserving]...cultural resources ... for the 
enjoyment, education, and inspiration of this and future generations” is the mission of the 
National Park Service (NPS, 2007). Because the Springfield Armory is a National 
Historic Site, having a good time is as important to the purpose of the field trip as 
learning about the role of the Armory’s role. 
In designing the activities of the program, the staff consistently strove for the 
experience to be fun. They were successful. In fact, participants specifically reported 
having “fun” (24%) and that the activities were “cool” (5%). A few students asked for 
“more fun” (2%), although it was sometimes unclear whether they wanted more of a 
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good thing or that there wasn’t enough fun in the program. Some described the program 
as great or awesome (10%), and others said they enjoyed themselves (6%). Overall, 
even though there were no specific sections on the Reflections asking participants about 
their feelings toward the program, half spontaneously offered comments coded as feeling 
good (57%) and having a good time (49%). The participants felt welcomed (3%). They 
generally liked the staff and sometimes even commented about individuals (5%). People 
who enjoy themselves are more likely to return, and 3% mentioned they wanted to come 
back to the Armory again. 
The Civil War was designed as an educational program, and it succeeded in that, 
too. Two-thirds of the respondents said it was an effective learning experience (67%). 
The activities were structured to be dynamic sessions that invited the participants into the 
past through reenactments and simulations. Participants reported liking the hands-on 
activities (13%). They appreciated stepping back into the past, role-playing (7%) and 
feeling like they were living back then (8%). They enjoyed the fashions, especially being 
able to dress up in old clothing and uniforms (9%). They acknowledged the hardships the 
war years placed upon those in the mid-nineteenth century (12%). They liked learning 
through experience, such as hearing (and smelling) the guns being fired (5%) and tasting 
the foods offered (5%). 
Middle school students want intriguing information with new and interesting 
learning opportunities. Participants liked the activities because they were interesting 
(10%) and they liked having a new experience (5%). Watching the blank firing 
demonstration prompted many youngsters to request that they have a chance, “Let us 
shoot the guns” (10%). 
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Many found the program informative (19%) but boredom is dreadful for middle 
schoolers; one percent of the respondents complained of being bored. “Less talk and 
more action” is the key. Four percent asked for less talking but a whopping 30% wanted 
more or longer activities. Those participants who wanted more were not necessarily 
criticizing the program. They might have wanted more time to finish a project or to 
continue doing something they liked; or they could have been complaining because not 
enough time was spent on doing things. 
Students like doing creative projects. Sewing (22%), making dolls (10%) and 
making bookmarks (12%) were among their favorite activities. Some explained that is 
was a chance to be creative (4%) and others enjoyed taking something home (1%). 
Community is significant to students. They like to socialize (2%) and work in 
groups; two percent commented on grouping, mostly to say they prefer to select their 
own groups. They enjoyed both the competitive (3%) and cooperative (2%) aspects of 
the activities. 
Young adolescents like food (15% mentioned food in their responses). They 
commented on the cookies and juice (12%), the hardtack (7%), the chocolate “coins” 
they got paid with for their work as an armorer (4%), and even lunch (7%). Suggestions 
for adding to the gift shop usually involved making snacks available (1%). 
Students go on field trips expecting to have fun and not to work, and so there is a 
fine line between achieving academic goals and just socializing—a main goal of middle 
schoolers. Two of their preferred activities are lunch (7%) and recess (3%). Some of 
those who had academic work related directly to the field trip complained (2%); these 
students were mostly from the author s classes. The goal is to make the learning so much 
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fun and participatory and the preparation adequate so that they students are learning and 
having a good time without much effort. 
Weather and physical amenities are another cluster of concern. When the weather 
is inclement, then participants notice (4%), mostly to suggest nicer weather for the day of 
their visit. They also want comfortable and sheltered seating (2%). Participants 
commented about being outside (2%), but some were complaints while others liked the 
outdoor components of the program. Once more benches and tables were built and 
added to the program, the comments about them disappeared. Quarters 1, the 
Superintendent’s home built before the Civil War and used for more than a century, is a 
beautiful but aging building; one percent each commented on its beauty, its architecture 
and its need for renovation. 
Summary 
Overall, The Civil War program, developed in collaboration with the Springfield 
Armory National Historic Park, was a successful experience for 736 participants from a 
variety of local middle schools over a three-year period. Patterns of responses to the 
simple 3-2-1 Reflections measure were remarkably consistent across groups and years. 
Teacher responses from the Teacher Workshop were also very similar to student 
responses. Participants reported learning about each of the major educational objectives. 
Information from the longer activities was most often identified as one of the three things 
learned. More than half the respondents offered historical facts with very few errors; 
about half of these were specifically about the Civil War. Most respondents 
spontaneously offered positive comments while a few had negative remarks. Participants 
had a good time and felt it was an effective learning experience. The simulations and 
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reenactments were fun and helped them to step into the past. They enjoyed the 
interesting hands-on program with its opportunities to be creative and to socialize. 
Suggestions to improve the program were offered: have more and longer activities, do 
less talking, and “let us shoot the guns.” 
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CHAPTER V 
CONCLUSIONS 
The purpose of this study was to identify best practice for field trips for middle 
school social studies students, and then apply these principles in collaboration with the 
National Park Service at the Springfield Armory National Historic Site to offer a Civil 
War program to local teachers and students, thus creating a model that other practitioners 
can use to develop their own local history programs. This study addressed four 
questions: 
• What is “best practice” for field trips for middle school social studies students as 
defined by the literature? 
• What local resources are available to address Massachusetts state curriculum 
frameworks on the Civil War? 
• Using these resources and “best practice” as defined by the literature, what 
activities can be developed to produce a successful field trip program addressing 
the needs of at-risk middle school social studies students? 
• How can this experience be used as a model for other educators and local 
historians to develop their own local programs? 
This chapter is organized around the four distinct phases of an effective field trip: 
collaboration between the teacher and the site, classroom pre-trip activities, the field trip 
program, and post-trip activities. It addresses the four research questions by presenting 
concepts and data learned about best practice from the classroom teacher’s perspective 
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and from the field trip designed for The Civil War—Soldiers, Civilians and Amory 
Workers program, and then it offers a model for other historical sites to use in 
developing their own program for middle school students. 
The model is designed for small local historic societies that may be operated by a 
few volunteers with perhaps a limited paid staff. The purpose of the field trip would be 
to offer a dynamic educational program that goes beyond a guided tour of “interesting old 
things” to address local curriculum standards and meet the needs of middle school 
students. It offers a way to work collaboratively with educators and volunteers to use 
local historical resources to tell the community’s story and show its connection to larger 
national or world events. The model provides specifics for developing and presenting 
hands-on activities within a successful field trip program. 
Table 9 presents detailed information in chart form for all four phases of field 
trips from three different perspectives. For each phase, it identifies the actions needed 
and then shows how they apply to the different examples. It describes best practice from 
the classroom teacher s point of view; it describes The Civil War —Soldiers, Civilians and 
Armory Workers field trip presented at the Springfield Armory National Historic Site; 
and it describes a model for local historical societies and other small sites to use in 
designing and running their own field trip programs. 
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Table 9: Best Practice for Field Trips 
Collaboration 
Best Practice for 
Teachers Civil War Program at Armory Model for Local Historic Site 
identify educational 
objectives identify purpose selected purpose determine need; decide on purpose 
connect to curriculum objectives 
identified Mass Curr standards SS,Math, 
Sci. ELA connect to local curriculum and needs 
include team for inter¬ 
disciplinary project 
match objectives to local 
standards met educational objectives identify educational objectives 
connect field trip program to 
other units met other objectives—fun and enjoyable 
consider other objectives— fun. enjoyment 
of site 
connect field setting to 
program visit site in advance of trip 
identified documents, artifacts, buildings, 
landscape 
identify documents, artifacts, buildings, 
landscape 
connect resources to 
program identified staff and volunteer resources identify staff and volunteer resources 
designed program & activities to meet each 
objective 
design program, activities to meet each 
objective 
tried out and evaluated pilot program try out program with pilot 
redesigned program with input from pilot 
project 
adapt program using experience from pilot 
project 
provided staff training offer staff training 
present teacher workshop participate in teacher workshop offered successful teacher workshops develop teacher workshop 
gather information and resources gathered resources into teacher packet gather resources into teacher packet 
Continued on next page 
Continued from previous page 
Os 
develop plans and 
logistics book field trip scheduled field trips offer schedule of field trips 
adapt program to needs of 
students 
revised program to meet individual group 
needs adapt program to group needs 
work out logistics of trip 
worked with teacher to specify program 
logistics 
work with teacher to specify program 
logistics 
develop lesson plans 
provfded resources for specific student 
preparation recommend specific preparation as needed 
considered costs of program; set fees consider costs of program and fees 
distribute permission slips 
adapt program to meet 
needs 
request accommodations for 
student needs 
provided accommodations to meet specific 
needs 
determine specific accommodations for 
group 
Pre-trip Activities Best Practice for Teachers Civil War Program at Armory Model for Local Historic Site 
prepare students for trip 
teach curriculum with field trip 
embedded supported teacher as needed support teacher as needed 
use site, resources to connect trip 
to curriculum 
provide students with sense of 
place 
provided videos, old maps to give sense of 
place provide support materials for sense of place 
present objectives and 
expectations of field trip 
review recommended skills and 
information 
provided recommended lesson plans and 
materials 
provide recommended lesson plans and 
materials 
prepared students participated more 
successfully 
take care of logistics preview trip and activities sent confirmation letters with trip details send trip confirmation letters 
arrange chaperones, grouping, 
other logistics 
confirmed staffing arrangements & program 
plans 
confirm staffing arrangements & program 
plans 
confirm arrangements quick review day before trip verified numbers of participants and plans verify numbers of participants and plans 
Continued on next page 
Continued from previous page 
Field Trip Program Best Practice for Teachers The Civil War Program at SPAR Model for Local Historic Site 
set-up program 
Check-in for readiness on day of 
departure developed dynamic activities to meet needs develop dynamic activities to meet needs 
encouraged fun encourage fun 
invited participants to step back in time invited participants to step back in time 
made tasks real and achievable make tasks real and achievable 
included food in activities include food in activities 
provide facilities and 
supplies distribute supplies, materials provided supplies provide supplies 
arranged for adequate facilities provide adequate facilities 
set schedule worked out timing and pacing determine pacing and timing 
set schedule work out schedule 
provided for transitions and breaks provide for transitions and breaks 
adapted program for weather conditions consider weather 
prepare for group arrival orient group as needed welcomed participants host students—welcome 
host students—welcome host students—welcome maximized learning opportunities 
maximize learning; minimize academic 
"work" 
stayed on schedule be adaptable 
supervise students clarified chaperone responsibilities define chaperone responsibilities 
grouped students efficiently group effectively 
evaluate program evaluated program on-site completed program evaluations ask for evaluations 
say goodbye check-out at end of day formally closed program close program 
follow-up back at school logged daily information log information about class and day 
Continued on next page 
Continued from previous page 
Post-Trip Activities Best Practice for Teachers Civil War Program at Armory Model for Local Historic Site 
debrief debrief trip debriefed staff debrief staff 
evaluate field trip experience reviewed day's evaluations review day's program evaluations 
write thank yous shared thank yous follow-up with teacher; share thank yous 
make easy changes implemented quick and easy modifications consider quick and easy modifications 
integrate trip into 
classwork 
summarize & synthesized 
learning into curriculum 
- 
use resources to review and 
teach unit 
decide on future changes 
note modifications for future 
trips planned, implemented long-term changes plan for long-term changes 
conducted formal evaluations at end of term conduct formal evaluations at end of term 
decided whether to modify, change, 
continue program decide to modify, change, continue program 
--- 
invited staff to continue invite staff to continue 
Collaboration between the Teacher and the Site 
As part of this partnership, educational objectives are set, and the connection between 
the field setting and its resources is established. Plans and logistics are determined. 
Best Practice 
Collaboration between the middle school social studies teacher and the historical 
site ideally begins long before the actual field trip. The teacher and the site together can 
determine the purpose of the trip and connect it to the curriculum goals. A pre-trip site 
visit helps the teacher gather resources. Participating in a program-specific workshop is 
excellent for previewing the field trip. The teacher can work with the site to develop 
specific plans that meet the needs of his/her students. S/he can also begin to make the 
logistical arrangements for the trip. 
There are different levels of collaboration with the site. This section focuses on 
ways that teachers can adapt or use an existing program to meet the needs of their 
students. Collaborating with the site to develop a new field trip and design activities is 
addressed later. 
Identify Educational Objectives 
For middle school social studies teachers, best practice requires that teachers 
begin working with the site well in advance of the field trip. The teacher and the team 
(both core and elective disciplines) must connect the curriculum, the inter-disciplinary 
objectives and the specific standards to the field trip program. Curriculum goals may 
include the unit directly being taught through the field experience as well as previous and 
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future topics. The field trip may have other purposes such as building community, 
developing leadership, having fun, and socializing. 
Visit Site and Gather Resources 
In order to successfully integrate the field trip into the curriculum, teachers need 
to be familiar with the site and its resources as well as the activities that are available. 
The most effective way to do this is to visit the site prior to planning the unit. For inter¬ 
disciplinary projects, include other members of the academic team. One purpose of this 
visit is to identify and gather resources such as historical documents and artifacts, 
descriptions and maps of the site, background information about the time period being 
studied, details about the events and people linked with the site, legends and lore from the 
site, and other pertinent information about the activities being offered. The pre-trip tour 
should include a meeting with the site’s staff so that the teachers and site can work out an 
effective program. 
Participate in Teacher Workshop 
Ideally, the teacher(s) will participate in a program-specific workshop. These 
professional development opportunities can range from an hour or two to a full day in 
length. They present basic information about the site and the program and allow the 
teacher to preview the activities. Many provide the teacher with a resource packet of 
information relating to the field trip program, including suggested or mandated lesson 
plans. Any cost for the teacher workshop and resource packets can be built into the 
student cost of the trip if finances are a consideration. 
If attending a workshop is impractical or none is available, the teacher can meet 
with the educational staff (in person or by phone), tour the facility and arrange to gather 
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resources connected to the program. A virtual tour may be a good alternative to visiting 
the site although much more information and a better sense of place are obtained from 
physically being there and checking it out. 
Develop Plans for Field Trip Program 
Once the teacher is familiar with the historic site’s resources and its offerings, the 
teacher and the site need to work together to determine which activities the students will 
participate in. Those chosen should make use of site’s unique assets rather than what can 
be done as well or better in the classroom. They should directly connect to the 
educational objectives of the trip. Often a “standard” activity may address several 
curriculum goals; the unit under study and the way the class is prepared determines which 
ones it meets from the student’s perspective. 
The field trip can be a combination of site-led sessions and teacher or student- 
directed activities. The site may have suggestions about how to tour the buildings and 
grounds; there may be prepared activities such as scavenger hunts for teacher to use. 
Teachers can often adapt existing activities to best suit their students. When students are 
doing research or working on independent activities, the teacher may wish to arrange for 
site specialists to join them or lend their expertise to the session. There should be a clear 
understanding of the teacher’s role and who is responsible for which segments of the 
program, even when the class is participating in established activities. 
It is generally easier for the site to use its standard program. When the teacher 
wants to select specific sessions, significantly modify the program, or provide her own 
program activities, clear communication with the site is essential. Many historic 
buildings and museums are small with limited occupancy. If the teacher who is working 
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independently and the site which is leading a group both attempt to use the same facility 
at the same time, the teacher’s group may be required to modify or even abandon its 
plans. This may be especially true of sites such as National Parks which often do not 
have admission fees but do charge for special programs. 
Arrange Logistics 
Part of the pre-trip collaboration includes arranging the logistics of the trip. Some 
teachers include students in this phase of developing the trip, especially when the field 
trip is part of an inter-disciplinary project or has a strong community building component. 
Logistics include transportation, directions, cost, payment requirements and refund 
options, timing, numbers of students and required chaperone ratios, responsibilities of 
chaperones, and the itinerary. Teachers need to be very clear about what the program 
includes, which activities students will participate in, and what special skills, preparation 
and items the students need to be successful. Teachers should also know what is not 
included in the program and its timing, and what requires extra fees such as make-and- 
take projects, lunch, gift shop visits, transfers from one mode of transportation to another, 
and orientation activities. This is also the time to make special requests for particular 
program emphases, to address special student interests, and to arrange for any 
accommodations and modifications required by student or chaperone needs. It is always 
helpful to alert the site when the group includes participants who use wheelchairs or other 
assistive devices. Special arrangements may be needed to fully include these participants 
in the program. It is advised that all arrangements be put into writing with a copy for 
both the site and the teacher. 
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Most districts have field trip policies and forms that need significant lead time for 
approval. In this era of standards-based instruction, schools generally require the teacher 
to clearly link the field experience to academic objectives. By scheduling the program 
weeks or months in advance, the teacher can be more certain that the program and the 
plans will be approved in a timely manner. 
The Civil War at the Springfield Armory 
Developing a Civil War program at the Springfield Armory National Historic Site 
was a collaborative effort between the Park’s rangers and volunteers and local educators. 
Once the purpose of the program was determined, local resources were identified. These 
were used as the basis for activities to address educational objectives. The program was 
connected to the Massachusetts State Curriculum Frameworks for social studies and other 
disciplines. A pilot program was tried out, leading to the development of The Civil 
War—Soldiers, Civilians and Armory Workers. Teachers were given information and 
resources at a day-long workshop. With this information, teachers were able to request 
specific accommodations to address the needs of their students. Staff were recruited and 
training offered at the end of the first year. Scheduling and other logistics were arranged. 
A modest fee was instituted to help fund the program. 
Identify Educational Purpose 
Because the author wanted a nearby Civil War field trip for her students, she 
approached the Springfield Armory National Historic Site. Working together, the author 
and the staff at the Armory (National Park Service rangers and volunteers) designed a 
hands-on program about the Civil War based on local historic documents and artifacts to 
address the state curriculum standards. 
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They first identified the purpose and goal of the field trip. They chose to center 
the program on the Springfield Armory, which had been a federal institution that played a 
significant role in the Civil War, in the growth of Springfield, and in the development of 
industrialization and manufacturing in the nation. They decided not to teach the Civil 
War directly, but rather to focus on local connections to national events. The overall 
educational goal was established: “Students will participate in a variety of hands-on 
activities to ‘experience ’ life in Springfield during the Civil War so that they will 
understand what life was like for some groups of people in Springfield and how 
Springfield and the Armory contributed to the Civil War effort. ” 
Connect Field Setting and Resources to Program 
Once the purpose and the educational objectives of the field trip program were 
established, the next step was to find appropriate documents and artifacts and to place 
these items into the context of the Civil War and Springfield’s history. The research 
began with the Civil War era archives of the local historical museum (the Connecticut 
Valley Historical Museum which is adjacent to the Armory grounds) and then those of 
the Armory. The local history sections of the Springfield City Library, the University of 
Massachusetts Library, and the author’s hometown library yielded books and news 
articles from that era and information about the early history of the Armory and the city. 
Local historians and Civil War reenactors provided information and color to the facts. 
All along, general information about the Civil War era, especially information written for 
the middle school level, was gathered to better understand the events and people and 
daily life for various groups. 
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A collection of local posters, letters, diaries, menus, news articles, photographs, 
and so on was put together to tell the story of the Civil War and Springfield. Maps of 
Springfield in 1827 and 1870 showed how much the city changed, primarily due to the 
Armory’s presence and its influence on the economy and the boom times that began with 
the Civil War. Items from this collection along with city landscape, the building and 
grounds, and the artifacts of the Armory formed the foundation of the field trip activities. 
Connect Program to Curriculum 
The next step was to match specific Massachusetts State Curriculum Frameworks 
to the stated educational goals. These standards were primarily from the Social Studies 
and History curriculum, but also included some from Mathematics, Science and 
Technology, and English Language Arts. As the program was developed, these standards 
were revisited and matched to the specific activities. Then, subsidiary educational 
objectives were described and essential questions were developed. 
The Civil War program was successful in meeting its educational goals. 
Taken as a whole, the responses made by the participants in the 3-2-1 Reflections 
addressed each of the learning objectives and essential questions that were developed for 
the field trip program. Those individual objectives for which a major activity was offered 
received the most support, being cited by two-thirds or more of the respondents. These 
include identifying the contributions and activities of armorers, soldiers and civilians. 
Some of the objectives, such as Springfield’s role in events leading to the Civil War and 
the economic significance of the Armory, were addressed more directly by the suggested 
pre-trip activities than the field trip itself. This is reflected in the few responses from the 
field trip’s Reflections (less than 10%) that pertain specifically to them. 
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Participants recognized the connections to interdisciplinary standards. When 
asked what they learned and what they liked, most respondents offered at least one 
historical fact; some referred to inter-disciplinary connections, noting how they were 
applying mathematical concepts to the activities, connecting some of the readings and 
writings to language arts, and even recognizing music and fashion associations (some 
students were taking a course in music and a few in fashion and textiles at the time of the 
field trip.) 
Address Other Goals 
Less formal educational goals were also addressed during the field trip. Although 
not asked about their feelings directly, most participants offered comments about having 
a good time. Participants reported that they liked socializing, working together 
cooperatively, engaging in friendly competition, and, most especially, having fun. 
Try Out Pilot Program 
To develop The Civil War, a local educator (the author) who volunteered her time 
and the park ranger assigned as the educational director collaborated on designing 
activities for a pilot program first. The half-day program began with the Armory’s 
standard school program, Arms for the Nation, to introduce the role of the Armory and to 
demonstrate the advances in muskets and rifles. With other Armory volunteers, the ranger 
designed a new activity to give students a hands-on experience of making guns in a 
nineteenth-century workshop. Students “manufactured” gunlock plates, had them 
inspected to be sure they met required tolerances, and were “paid” a piecework rate. 
About a week or two before the half-day pilot was offered, the ranger asked two local 
Civil War reenactors (who were also Armory volunteers) to present a half hour program 
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(on different days) about life as a soldier. Several other activities had been developed 
such as a scavenger hunt of the museum’s collection, making paper cartridges, and 
examining dossiers of local Civil War soldiers. Armory support staffers helped with 
various tasks during the program. The teacher recruited her student teacher and some 
friends to assist in running the program. Her colleagues helped pilot the program by 
bringing their classes. 
There were several results drawn from that pilot experience. First, it was 
determined that the intense pace of working with large numbers of students in three days 
(there were about 50 for each program for a total of about 300 participants) was not 
sustainable. Second, the program was generally successful, but it needed much more 
development and more specific and directed activities. Third, a larger group of 
volunteers were needed to staff it effectively. Fourth, the pilot program was offered free 
of charge, and it became obvious that a modest fee could help fund supplies and 
equipment to enhance the program. And last, the Armory realized that this was a viable 
program that would benefit from more direct involvement of other Park personnel, 
specifically the Chief of Visitor’s Services and the Park’s Historian. At about the same 
time, the Education Ranger accepted a transfer to another National Park and his position 
was eliminated from the budget. The Civil War program continued to be developed (as 
described in previous sections) with wider participation from various Armory staff and 
volunteers, although no one was ever assigned full-time to the program. The Chief of 
Visitor’s Services became the director for The Civil War program. 
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Offer Teacher Workshop 
Following the best practice of training teachers before they brought their students 
to the program, the Armory and its volunteers (including the author) designed a teacher 
workshop. The program included an introduction and description of the field trip and its 
objectives, and then let teachers participate in each activity. The initial teacher workshop 
was the first “run-through” of the program with people who were unfamiliar with the 
activities. The teachers’ feedback was vital to making changes to improve the program 
offerings. Some comments were provided in the 3-2-1 Reflections, but many were 
offered while the teachers participated in the activities. For example, the leaders of the 
workshop were so busy with last minute details that they were unaware teachers did not 
know how to enter the main building before regular business hours. The Armory 
corrected that oversight on all subsequent programs by putting up welcome signs and 
having a greeter present. The teacher workshop was helpful in developing instructions at 
confusing points, streamlining complex activities, pacing the program so it didn’t feel 
rushed, and reassuring volunteers (and other staff) that the program was exciting, 
informative, and useful. There was a sense of collaboration between educators and the 
Armory staff from the beginning that continued throughout the years of the program. 
Once students were involved, their comments, too, were instrumental in revising the 
program to make it more effective. 
Teachers were given a resource tote bag to support The Civil War program. 
This packet was filled with field trip information, educational objectives and suggestions 
for lessons as well as some primary documents. The two old maps of Springfield were 
copied, enlarged and laminated for classroom use. (Another set was enlarged to poster 
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size and mounted on foam core board to be used as part of a geography segment of the 
program.) Teachers also received secondary sources including short descriptions of the 
Armory and early Springfield and a poster showing the development, parts and use of 
muskets made at the Armory. A lesson plan for basic measuring skills needed in the lock 
simulation activity was provided. The information packet included the loan of two half- 
hour videos, one by the National Park Service describing the Armory and its role in 
making arms for the nation, and the other by the local public broadcasting station about 
Springfield and the Civil War. A raffle, in which nearly all participants won something, 
helped acquaint teachers with resources available through the gift shop such as Civil War 
figurines, small models of the muskets and rifles produced at the Armory, coloring books, 
posters and pamphlets. 
The logistics of the workshop changed over time. The workshop was offered 
three times, twice in March and once in October. The spring workshops were more 
successful, probably because they were closer to the time that teachers would be planning 
for these field trips. The last workshop offered professional development credits, which 
were important to many of the participants. In order to meet state accreditation standards, 
the workshop was modified slightly and lengthened to a total of ten hours, requiring post¬ 
trip follow-up plans for those who needed the credits. At first the workshop was free, 
but experience with no-shows led the Armory to charge a modest fee to encourage 
attendance and to help offset the cost of materials and food. The third year the program 
was skipped, in part due to staffing considerations at the Armory and in part because so 
many local teachers had recently participated in this workshop or others provided by the 
Armory. 
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Teachers who participated in the workshops reported being very pleased 
with the program and delighted with the resource materials. Not all the teachers planned 
to participate in the Civil War program, but many said they would use the information 
and materials in their classrooms, and a few planned to take their students on a self- 
guided visit to the Armory. Since part of the National Park Service’s mission is to 
educate the public, these were considered positive outcomes. 
Recruit Staff for Program 
The program at the Armory relied heavily on volunteers to staff it. Most of the 
volunteers were retired with “other lives” including family demands, health concerns and 
other commitments. To provide effective leadership at all times, efforts were made to 
cross-train staff, arrange substitutes, and have back-up plans. Most of the field trip’s 
volunteers had been involved with the Armory for years; many were also Civil War 
reenactors. They had a deep knowledge of and a passion for the time period along with 
an understanding of the central role the Armory played in the both Springfield’s history 
and its contributions to the war effort. The key volunteers were part of the collaborative 
effort in designing the program and working out the activities. Just the same, at the end 
of the first year it became obvious that their view of the program was limited to the 
sessions they ran. Consequently, the Armory offered a successful training session just for 
its Civil War volunteers to let them experience the whole field trip from the perspective 
of the participants. This was followed a short while later by a review session to evaluate 
and offer changes to the program. After that, prospective volunteers for the field trip 
program were encouraged to attend a teacher workshop as part of their orientation. 
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Provide Accommodation for Specific Needs 
Teachers who brought their classes to The Civil War were able to collaborate with 
the Armory staff to specify and adapt the program to meet the particular needs and 
interests of their students. Several program options were developed to address different 
needs. These were discussed and worked out during pre-visit sessions with the program 
director. 
The length of the program was a significant concern, especially because of 
school bus schedules which most groups used. As the program developed, several 
options were designed. The long program length was a full six hours. This included all 
the major activities: the gunlock simulation, the cartridge making, the Civil War soldier 
reenactments with both infantry and cannon activities, the blank firing of weapons, and 
the complete homefront program with the house tour. A short half-day program dropped 
the homefront activities and shortened others. Some teachers requested variations of 
these to meet their schedules. 
Activities were modified. The teacher for one group of younger students (fifth 
graders) requested eliminating the competitive aspect of the gunlock task and 
emphasizing cooperative goals; these students all received the same “pay” in chocolate 
coins rather than a differential based on piece work and supervisory status. Another 
teacher wanted students to take notes to complete assigned work at the end of each 
session, and so extra time was allotted. Presentations were adjusted to address student 
interests and skills. For example, one group of advanced math students learned how to 
use geometry to aim cannon shots effectively. For students with limited English 
language skills, activities focused more on non-verbal learning. Groups of homeschooled 
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students had wider age ranges than others; younger students worked more closely with 
their parents to complete more complex tasks. 
Develop Plans and Logistics 
Schedules for booking field trip programs were worked out in advance based on 
the Armory’s needs as well as the key volunteers’ preferences. When teachers signed up, 
they were provided with basic information about the available programs, timing, student 
spaces, fees, chaperone requirements, and other pertinent information. The Armory’s 
coordinator checked for any special accommodations the group needed. Written 
confirmation of the booking was sent to the teacher. Permission slips, travel 
arrangements and other logistics were worked out by the teacher. A specific agenda was 
developed for each group to accommodate special requests and volunteer staffing needs. 
Staff were provided with the class visit schedules; volunteer commitments were 
confirmed. 
Determine Fees 
Finances and staff are significant resources that affect the establishment of new 
programs. The Civil War program was developed and offered without any specific grants 
or financial help beyond the basic line items in the Armory’s (educational) budget, but it 
did need significant volunteer contributions for nearly all phases of its operation. 
The cost to participants for The Civil War was small. Initially the program had 
been offered at no cost, because admission to the museum and the educational programs 
at the Armory was free. After the pilot, it became obvious that a small program fee could 
cover the costs of the supplies and food and begin to build a collection of clothing, 
equipment and other items to develop the activities, especially for the life of a soldier and 
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the homefront program. Unlike similar programs, there were no direct staffing costs for 
the Armory because as a National Park Historic Site, the Armory’s mission includes 
visitor’s services, educational programs and administrative costs such as registration and 
coordination of programs and overseeing volunteers. Obviously, the volunteers did not 
charge for their work. There was some preliminary discussion of adding an intern, but 
the Civil War program was quite seasonal—almost all of it took place in a two-month 
period from mid-April to early June—and that did not happen. 
The Armory gift shop was mentioned by a number of participants, many of 
whom would like to have had more time to shop. It has a number of small items 
available as souvenirs and children’s books as well as many reference-type books for a 
serious collector or scholar. The most frequent suggestion made by participants was to 
add snack food and beverages. 
Proposed Model for Historic Site Field Trip Program 
Historic sites seeking to offer dynamic field trip programs to middle school 
students need to begin by collaborating with local educators. Together, they can 
determine the program’s educational objectives and connect the program to local 
curriculum needs and standards. The site needs to identify its local resources, including 
documents, artifacts, buildings and the landscape and connect these to the field trip. 
Staff, whether paid or volunteer, are an important resource that need to be included in 
developing the program and the schedule for the field trip. To work effectively with 
today’s youth, staff need appropriate training and orientation. A pilot program testing out 
the field trip is recommended. Once the program is ready to be offered to area students, 
the site should offer a teacher workshop. This workshop should include a preview of the 
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program, materials for the teacher to use in connecting the program to the site, and 
information about its logistics and fees. Teachers can then work with the site to adapt the 
program so that it accommodates the needs of their students. 
Identify Educational Objectives 
Many local historic sites encourage schools to visit, yet not all sites have dynamic 
programs that address specific curriculum needs. Working collaboratively, the site and 
local educators can develop effective field trips that go beyond visiting “an old place with 
interesting exhibits.” In developing a new program, they first need to select its purpose, 
including the topic they are addressing and the time period it includes. Then they need to 
clearly identify its educational objectives and connect these to local curriculum standards. 
At the middle school level, all members of the academic team can offer input at this stage 
so the program can be designed to address various requirements. Designing the activities 
and the field trip program are discussed later in this chapter. 
The scope and length of the field trip can be worked out as part of the 
collaboration with educators, depending upon the educational needs of local students. 
Programs can be as short as a single class period or take a full day or more. Shorter 
programs may be desirable for sites within walking distance of the school, for small 
historical society buildings, or for plans to visit the site several times. Longer programs 
allow participants to step back into time and really get a sense of life back then. For sites 
that have a significant travel time or are located on a large campus, longer programs may 
be preferred. 
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Connect Field Setting and Resources to Program 
In developing a field trip, a local historic site needs to consider its resources. By 
and large, historic sites have an impressive collection of artifacts and local documents 
related to their mission along with their building(s) and the landscape. There may be 
boxes of fascinating materials rarely accessed by anyone beyond its membership. The 
people involved with a site often possess a remarkable knowledge about the local area 
and its story. 
Staffing a field trip program may be daunting for small historic sites which are 
lightly staffed, primarily with volunteers. In designing a field trip program, the site needs 
to consider who might run it and how much time the program may take. There are 
several ways to identify potential contributors. Historical society members might enjoy 
taking on a specific aspect of the field trip that matches their interests, or better yet, their 
passions. For example, someone who loves fashion might gather information about 
clothing of the chosen period and provide samples for students to model during the 
program. Someone with a special interest in quilting might host a bee. Another who 
likes music can encourage kids try out various simple instruments. Making things using 
period tools and techniques that students can take home with them is engaging and 
educational. Involving many volunteers who each contribute to one specific activity with 
a small group of students is less demanding than asking a few people to staff the whole 
program. Students generally do not notice or care if the program varies from one time to 
another. 
Not everyone who contributes needs to work directly with the participants. For 
some, middle school students in any size group are intimidating. These volunteers may 
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be able to contribute very effectively “behind the scenes” with preparation, research or 
administrative duties. 
Staff training and development are critical in providing a quality program. 
Staff who are mostly retired may be “out of touch” with today’s students. In particular, 
their behavioral expectations may be out-dated. Schools often look and sound very 
different from those a generation or two ago. Sometimes former teachers are very 
surprised by today’s middle school students. Immigration patterns and teen culture have 
changed significantly in many cities; schools are more inclusive in the ways they 
integrate students with special needs. The site may want to consider the teacher 
workshop as a training opportunity for its own staff and prospective volunteers. 
Particularly when different people staff different segments of the program, it is helpful to 
know what participants who do the whole program experience. 
Try Out Pilot Program 
Before finalizing the program, a pilot is recommended. Trying out the field trip on 
a limited scale helps determine what is effective and what needs more development. If 
the educator who is collaborating with the site is a local teacher, then an obvious first-run 
would be with his/her classes and possibly a few colleagues’ students. For some small 
sites, this may be the total intended audience. 
Offer Teacher Workshop 
If the field trip is expected to be an on-going program, the site can consider 
developing and offering a teacher workshop rather than meeting with each teacher 
individually. The timing, cost and content of the workshop are all important. Although 
many teachers need professional development credits to maintain their credentials, 
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teachers tend to be protective of their “off-duty” time. In offering a teacher program, the 
site should avoid duplicating opportunities in the area by focusing primarily on the 
mission of the site and the specific purpose of the field trip. Working with a local 
educator, the historic site can identify convenient times for teachers. Exam periods, 
vacation days, and other staff training times generally should be avoided. The cost of the 
workshop should be low enough as to make it affordable and cover some costs, but high 
enough to prevent registrants from not showing or thinking it is “not worth it.” Because 
state regulations can be complex, arrangements must be made in advance to award 
professional development credits (if desired). Sometimes the site can work with the local 
district to offer its workshop as part of the district’s professional development program. 
Teacher workshops take a considerable amount of time and effort to put together 
and to market. The target number of participants needs to be realistic, large enough to be 
worth the effort but small enough to provide teachers with individual attention. One of 
the workshop’s goals is to “close the sale” and book field trip programs as soon as 
possible. When teachers know this, they can be prepared with a calendar of possible 
dates. Marketing the teacher workshop and the field trip program is important, but the 
specifics of doing that are beyond the scope of this study. Funding the program is 
another critical aspect of providing educational programs. Taking advantage of local 
volunteers and charging modest fees can help minimize costs. However, there is more to 
financing a project like a field trip; this, too, is beyond the reach of this study. 
The teacher workshop needs to be clearly connected to the state’s educational 
standards as well as to the field trip. The trip should be placed into its local historical 
context and connected to larger historical events. Knowing that most social studies 
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teachers are familiar with the history standards, no introductory lecture to the era is 
needed. However, when a significant number of participants are from other disciplines, 
break-out sessions can provide basic information to one group and advanced material to 
the other. The agenda should include welcomes and introductions, an expectations 
check-in, a review of the agenda and objectives, orientation to the site, opportunities to 
participate in the student activities, suggested class preparation, a review of the available 
resources, and time to interact with the staff and other participants. The conclusion 
should include written feedback and an opportunity to book class trips. 
As part of the workshop program, the site should include a resource packet of 
materials that support the field trip and the mission of the historic site. Those documents 
and artifacts that are most helpful to developing lessons around the field trip program can 
be offered on a compact disc or put up on a website if the organization is interested in 
distributing them more widely. 
Because this is a marketing as well as an educational event, the historic site needs 
to present itself well. The staff should be prepared for early arrivals and for those who 
want to linger after the program. Having someone greet and host participants as they 
arrive is a nice touch. A “Welcome Teachers” sign and information about basic 
amenities such as parking, restrooms, and coffee should be provided. The pacing of the 
program should be brisk enough to hold teachers’ interests. Just as with students, “less 
talk and more action” is good. Breaks and transitions offer opportunities to explore the 
area and for informal conversation. Providing a simple lunch is encouraged even for a 
short program, so that participants and site staff and volunteers can continue to get 
acquainted and exchange ideas. A complementary tour should be available if it is not 
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included in the program. The bookshop or gift shop should open for business after the 
program when participants are likely to make purchases. A teacher discount is always 
appreciated and probably encourages sales. Because teachers appreciate “freebies” of all 
kinds, the site can provide discounts or complimentary passes to related events and places 
or contribute to classroom resources (e.g. maps, pencils, notebooks) as part of the 
resource packet. 
When a teacher is unable to participate in a workshop, then he and members of 
the academic team should be encouraged to tour the site and meet with the program 
coordinator prior to the class trip. Many sites offer free or greatly discounted admissions 
to teachers to promote such visits. Teachers need to know how to access resources for 
the program; these might be offered on a web-site or for purchase through the site. 
Develop Plans and Logistics 
Part of the collaboration with local educators is fitting the program into the 
curriculum. A program does not need to be offered year round to be successful; 
prospective volunteers may prefer a commitment limited to a few weeks each year. The 
responsibilities for the program and the activities can be divided among different people. 
Rather than working a full day, a volunteer may prefer a half-day or even a one-hour 
session. 
Before scheduling field trips with teachers, the site needs to determine when to 
offer the program and how many students to serve each day. The volunteers’ skills and 
interests in working with young people, their stamina and health concerns, and their 
general availability need to be considered. When a program is too physically demanding, 
burnout results. It may be prudent to offer the program only two or three times a week or 
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on alternate weeks until the whole team of students have participated. Because more 
students produce a greater demand on the staff and the facility, group size may need to be 
limited to one class at a time. When the program cannot accommodate the entire team at 
once, teachers usually like to have their trips scheduled as closely together as possible. In 
addition, substitutes and back-up plans should be worked out before booking school 
groups. A small volunteer organization may have trouble staffing a program after it is 
scheduled rather than arranging for staff first. Teachers find last-minute cancellations 
and rescheduling field trips difficult. 
Match Program to Group’s Needs 
The historic site needs a field trip coordinator who can work with the teacher to 
determine which program(s) might best meet the students’ needs. Other information the 
coordinator can provide the teacher includes how many participants can be 
accommodated, the required chaperone ratio, the program(s) that are available, the timing 
and scheduling information, and the fee structure. The teacher will also need to know 
what special preparation (if any) is suggested or required, behavioral expectations for 
students and chaperones, and any equipment or supplies needed for the program. Who is 
responsible for leading which sections of the program needs to be clearly communicated. 
Directions, parking and other travel suggestions can be given at this time. This is the 
time to note any unusual student interests or needs and what special accommodations and 
modifications might be required. It is most helpful to have all this information in writing, 
with a copy to be given to the teacher at the pre-site visit or sent after booking the 
program. The site’s staff should also be notified of the programs as they are scheduled. 
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Determine Fees 
Establishing a fee structure is important. Oftentimes, events that are free are not 
valued as highly as those for which there are fees, however modest. On the other hand, 
very expensive programs are often perceived as completely out of reach, particularly in 
less affluent communities. There are a number of factors to take into account in deciding 
what costs should be passed on to participants. How the historic site chooses to fund its 
building(s), maintenance and staff is a matter for its policy board to decide. However, it 
makes sense for consumables used in the program to be funded by participants. These 
can include craft supplies, food, mailings and other direct costs. The cost of chaperones 
needs to be considered, too. Many programs do not charge for them up to the 
recommended ratio; other programs charge at the regular adult rate. Pay attention to 
what may happen to the cost of the program if you have a very high chaperone ratio, 
which might happen with some special education students or with homeschool groups. 
Some organizations use the proceeds from the gift shop to help defray their 
expenses; gift shop sales can be very lucrative when managed and staffed by volunteers. 
(This can be a good use of volunteers who normally do not work with children.) Even 
when there are not usually items for sale, the organization might consider offering a small 
array of kid-friendly souvenirs in a “shop on a cart.” These can include kits (commercial 
or home-made) that let them make the crafts displayed or included in their program, and 
toys or clothing items such as costume hats from the time period. Teachers like to buy 
books, especially picture books that tell the story of the site and events associated with it, 
along with small artifacts that can be used to illustrate the site and field trip program. 
Youngsters also like to buy snack foods, including cold bottled water. It can be helpful to 
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group these items so that youngsters with a couple of dollars to spend can easily identify 
their choices. Time needs to be specifically planned for shopping, and arrangements 
need to be made to staff the shop adequately for the short time periods set aside for 
visiting the shop during the field trip. Many field trips fall behind in their schedules 
because they get stuck waiting in long lines to make purchases. 
Pre-trip Activities 
These must enable the student to clearly relate the trip to the course curriculum. 
Students need to be familiar with the planned activities and itineraiy of the trip. They 
need to know what they are expected to do, how they need to behave, and what they need 
to bring with them. 
Best Practice 
Teachers must prepare their students for the field trip by clearly connecting the 
program with its educational objectives and the curriculum. Teachers need to include 
recommended information and skills in the pre-trip lessons along with academic and 
behavioral expectations. Students need a sense of the place, a preview of the trip and it 
activities, and information about the agenda. Permission slips need to include basic 
information about the logistics of the trip. The teacher should explain chaperone duties 
and set up groups as needed. Just before the trip, the teacher should confirm the 
arrangements with the site and review all pertinent information with the students. 
Prepare Students for Trip 
Ideally, the field trip is an integral part of a standards-based unit of study, it is 
imbedded in the course of instruction, and its timing is appropriate to the lesson plans. 
Using resources from the earlier collaboration with the historic site, the teacher can 
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develop lessons pertaining to the field trip. Through these pre-trip classes, students will 
be prepared to successfully participate in the program. It is important for the students to 
understand the field trip’s educational objectives and to clearly connect its activities to 
the curriculum. Some programs may recommend or require specific pre-trip lessons to 
teach skills or present information. The trained classroom teacher, rather than an outside 
consultant, is the person who can most effectively relate the preparations to the overall 
curriculum and assess the effectiveness of the lessons. Timing can be very important. 
Rushing through the pre-trip lessons or waiting to the last minute may decrease the value 
of the field experience for the participants. 
The local events and people associated with the site need to be placed into their 
historical context and connected with the wider story. Beyond the historic site’s 
resource packet, the teacher and students may choose to gather more information. Local 
historians and archivists, reenactors, storytellers, as well as participants and survivors of 
the event are all people they can consult. Some may be willing to visit the classroom or 
collaborate with the site in designing and presenting the field trip program. 
The students need a description of the site itself. Teachers can use drawings, 
photographs, and video clips with footage shot on location to help students develop a 
sense of the place they will be visiting. Comparing current and historical maps of the 
site’s area can help the students literally place the field trip in space and time. 
Students need an overview of the program’s activities and how they are related 
to the curriculum objectives. Teachers must be careful not to steal the thunder of the 
field trip; rather, they need to prepare students to discover the knowledge and concepts on 
their own. Snapshots, samples of projects, and other artifacts from the teacher’s pre-visit 
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or earlier class trips can explain what students will see and do. If a virtual tour of the site 
in available, students may enjoy taking that. 
Students must have clear expectations about their participation and the criteria 
for grading assignments involved with the field trip program. Students who know the 
educational objectives of the program and its relationship to the curriculum goals are 
more likely to view the field trip primarily as an academic activity. Doing schoolwork 
while on a field trip may seem like an oxymoron to some students who perceive trips as 
time off. Teachers need to balance the trip’s academic focus (taking notes and other 
“work”) with encouraging full participation in the fun activities of the program. 
Homework, worksheets, scavenger hunts, research questions and other projects that may 
be contingent upon information gathered during the field trip should be explained prior to 
the trip even when the work will be done later in class. 
Take Care of Logistics 
Students need to be familiar with the field trip’s agenda. They need to know 
when and where to gather for departure. Students should have a reasonably accurate idea 
of where they are going and the travel time. They need to know what breaks they can 
anticipate having, when and how long lunch is, and whether they have any unstructured 
time. If they do have a “recess,” they need to know what is permitted: Is it outdoors? 
Can they bring balls? Does it include gift shop time? How much money might they 
typically spend? Students should have an overview of the activities they will be doing 
and about how long each is scheduled for. This information about the on-site agenda 
does not need to be precise, unless students are responsible for completing activities 
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independently. Finally, students should be clear about their return, both leaving the site 
and returning to school. 
Student behavior while on the trip needs to be discussed. Generally, school 
rules and appropriate school behavior and dress remain in effect on field trips. Students 
need to be clear on what may be different, e.g. using cell phones and listening to music 
on the bus, and where and when such activities are permitted. Students need to know 
what else may be expected of them, especially if they will encounter unusual or novel 
circumstances or people. Some teachers role-play situations so students will be able to 
act and react appropriately. 
Permission slips need to be distributed about a month before the trip for students 
and their families to arrange to participate. Teachers can promote the field trip even 
earlier with a “Coming Events” notice to build enthusiasm in the program and alert 
interested families about chaperoning opportunities. When there is a significant cost 
involved or the trip goes beyond school hours, more time should be given. Part of the 
advance notice involves financing the trip. Some families need a longer lead time than 
others to pay the fees. If the trip is subsidized by the PTO or other group, initial requests 
generally need to be made weeks or months before the program. When cost is a factor in 
determining who can afford to go, fundraising activities can be arranged. Permission 
slips and the accompanying information that is sent home should provide very specific 
information about the trip, student expectations and the academic connections for the 
field trip program. Permission slips may include behavioral contracts and photo releases 
as well as information about school lunches, special needs, medical alerts, parent 
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emergency contacts, and how students will get home if they return after the school day 
has ended. 
Some teachers ask for early registrations and a small deposit before the final 
payment is due. This helps the teacher encourage students to go and avoids leaving 
behind the “forgetful” youngster. It also helps the teacher and the team plan for those 
students who will not be going. It is best for the students who “stay behind” to have 
interesting and appropriate academic work related to the educational objectives, not just a 
“free day.” Sometimes students are not permitted to attend the field trip because they are 
at risk of behaving inappropriately. One way to include such youngsters is to have their 
own parent accompany them so they have a one-on-one supervision. Another point to 
consider is that youngsters may behave much better on field trips than in classrooms 
because the higher level of activity provides less opportunity for off-task diversions. 
The teacher running the field trip must also arrange for adult supervision, 
including (parent) chaperones. If more parents volunteer than can be accommodated, 
many teachers use a “first come, first served” policy. Chaperones need specific 
information about the trip as well as about their role in order to be effective. Depending 
upon their duties, chaperones may need training. Some teachers put together a folder for 
chaperones with background information about the field trip and the historic site along 
with basic guidelines for accompanying the class group and the day’s agenda. The 
orientation for chaperones need to include a description of the chaperone’s role(s) during 
the day, information about the trip and activities, any grading requirements, behavioral 
standards for students and any expectations about the adult behavior as well, and how to 
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deal with issues and situations that may arise. Chaperones need to know how to contact 
the teacher or other person in charge when needed. 
Grouping students and assigning chaperones can be tricky at the middle school 
level. Because socializing is so important to young adolescents, flexibility can avoid 
much heartbreak and high drama. The teacher needs to know from the site what grouping 
will be needed. Some teachers group students randomly on-site. Others let students sign 
up for groups or to choose a partner and build groups so that each student has a buddy. 
Some prefer to assign groups themselves to accommodate educational or behavioral 
concerns. Parent chaperones generally expect to be with their own children, and teachers 
need to keep this in mind when grouping students since “best friends” may be split. High 
needs students can be carefully paired with a chaperone, familiar teacher or 
paraprofessional, or even their own parent. If the activity will be especially challenging, 
consider pairing a student who tends to have difficulty with projects with another who is 
strong in that area. Finally, students should know when they must stay with their 
assigned groups and when, if at all, they can regroup and socialize. 
Confirm Arrangements 
A few days before the trip, teachers should check in with the site and the 
transportation arrangements to be sure everything is ready. This is when to review the 
program and expectations, confirm special plans, and provide final numbers and timing 
information. Teachers can find out about any changes that may have been made due to 
staffing and site conditions. It is important to check weather forecasts and to be 
especially aware of those activities that may be affected by inclement or severe weather. 
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such as storms and unseasonable temperatures. Students usually need reminders to dress 
for the weather, even when it is seasonable. 
A day or two before the trip, it is important for the teacher to review timing, 
behavioral expectations, academic requirements, dress, weather contingencies, what to 
bring (and not to bring) and other pertinent logistics with the class. This is also the time 
to review the educational purpose and other objectives with the class. Students need to 
know how their participation will be assessed and what assignments must be completed 
as part of the field trip. 
The Civil War at the Springfield Armory 
The Springfield Armory supported teachers’ classroom preparation with its 
extensive packet of resources. Those students whose preparation included some specific 
information about Springfield and the Armory and a review of measuring participated 
more successfully according to staff. About a week before the trip, the Armory called 
and confirmed the arrangements, particularly the number of participants. 
Support Teacher’s Classroom Preparation 
The teacher workshop introduced participants to the field trip activities and 
provided them with a sense of place for the Armory and its buildings and grounds. The 
resource packet contained educational objectives, applicable standards, local historic 
documents and other resources, and suggested lesson plans. In addition, teachers had 
samples of some make and take projects to show their classes. Teachers were given 
information about other programs offered by the Armory and nearby sites, most for free 
or a modest cost, which might expand their knowledge of the Civil War era and local 
history. Using these curriculum materials, teachers were able to develop their own units 
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of study that addressed state frameworks and prepared the students for the field 
experience. 
In the packet of resources, the Armory provided information to help the teacher 
plan lessons before the field trip. Along with their regular unit about the Civil War, 
teachers were asked to show two videos (.Arms for the Nation and Springfield Fights the 
Civil War), provide information about the Springfield musket rifles, and review how to 
measure fractions. The two laminated Springfield maps form 1827 and 1870 were used 
often enough in the classroom so that, after a while, that activity was discontinued from 
the field trip program at the Armory. 
Informally, the program staff stated that those teachers who attended the teacher 
workshop program and who prepared their students had much more successful field 
trips. Students with basic information about the Armory and the Civil War participated 
more readily in the activities. They appeared to be more engaged and presented fewer 
behavioral issues. Those who reviewed the measuring skills seemed less frustrated and 
had more time to make lockplates than those who needed to be taught the skills during 
the activity. Teachers generally recognized the importance of pre-trip activities. 
Occasionally teachers apologized for the lack of preparation for their class but absences, 
fire drills or other unforeseen circumstances delayed their pre-trip lessons. It is 
interesting to note that teacher and student preparation did not seem to affect the 
participants’ responses and reactions to the program. Perhaps the 3-2-1 Reflections 
measure was not sensitive enough to identify such differences. There were a handful of 
comments from participants suggesting more specific preparation for the program. 
179 
Confirm Arrangements 
About a week before the trip, a confirmation phone call to the teacher verified the 
program and its arrangements including numbers of participants, timing, fees, and special 
needs and checked that classes were getting adequate preparation. No special 
information was provided to teachers about chaperones or grouping of students. 
Questions or concerns raised by the teacher were addressed. At this time, staff 
commitments were also confirmed, and information about the group was passed on to 
them. 
Of particular concern to the Armory were the number of participants; generally 
more students and fewer chaperones arrived than were anticipated. Preparation for each 
trip included setting up supplies. Even a few extra students, especially when they 
exceeded the planned maximum, made a significant difference in setting up, grouping 
and staffing the activities. Chaperones were needed to monitor student behavior and to 
assist with projects. When the number of adults fell below the 1:10 ratio, staff were 
subject to additional supervision duties. It helped to know in advance when the numbers 
changed. 
Unfortunately, teachers do not always get mail sent to them at school or phone 
messages left for them. On at least one occasion, the confirmation system did not work. 
When the teacher arrived with her group, she had assumed the program was the same as 
the previous year s. It wasn t; the staff had planned for a full six-hour program while the 
group had less than four hours before the bus returned. The teacher had not received the 
mailing with the schedule and other information. Quick changes were made, of course, 
to accommodate the group’s schedule. 
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Proposed Model for Historic Site Field Trip Program 
The site needs to provide the teacher with support and materials to prepare the 
students for the field trip program. The site also needs to set up the schedule for booking 
classes and designate a coordinator to work directly with the teacher. The coordinator 
can provide the teacher with logistical information about the program. Just before the 
trip, the- site needs to confirm the arrangements with the teacher, especially the number of 
participants and chaperones. 
Support Teacher’s Classroom Preparation 
Teachers are responsible for preparing their classes for the field trip. In 
developing lessons for the unit, they can draw upon the historic site’s resource packet. In 
addition to skills and information the site has recommended, lessons should include the 
educational goals and the purpose of the field trip, local connections to the larger story, a 
clear presentation of the academic and behavioral expectations, and a preview of the 
day’s agenda and activities. 
Set Up Logistics 
Before signing up classes for field trips, the historic site needs to determine a 
schedule of possible days that take into account the site’s availability and the preferences 
of key volunteers. Gaps in the schedule caused by state testing periods may be filled with 
independent or homeschooled groups because their curriculum and testing requirements 
often have a different rhythm than public schools. 
When a teacher contacts the site, the field trip coordinator needs to provide such 
basic information as the availability and options for programs, timing, numbers of 
participants and chaperone requirements, and fees. Once the trip is booked, the teacher 
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should receive a written copy of the program and its logistics. As part of the registration 
procedure, the site can make an appointment for a follow-up call to avoid difficulties the 
teacher may have with making or receiving phone calls at school. 
The site needs to be clear about the number of chaperones accompanying the 
class. For hands-on projects, a minimum ratio of 1:10 is suggested for middle school 
programs. With very large groups, it may be helpful to have the lead teacher free to 
assist with the smooth operations of the program, to deal with unexpected, or to fill in for 
an absent chaperone. When the program requires chaperones to do more than simply 
escort the group, the information given to the teacher should include a description of 
what chaperones are responsible for and what they are expected to do. Develop an 
alternative plan in case the group arrives without enough chaperones. 
Teachers need to follow school policies regarding permission slips and other 
logistics. The historic site can offer encouragement, support and further information as 
necessary. 
Confirm Arrangements 
About a week or so before the field trip, the historic site should contact the 
teacher. The program and its specifics can be reviewed at this time along with any 
special arrangements. Reminders about class preparation can be provided and questions 
pertaining to the field trip can be addressed. Fees, number of participants and 
chaperones, and other logistics should be confirmed. Concerns about weather, travel and 
other variables that might impact the program can be discussed. This is also the time to 
check in with the staff of the program, confirm their participation and provide them with 
specific information about the class and its schedule. A last check with the teacher two 
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days before the program is advised to get the final numbers and to provide last-minute 
information. 
Field Trip Program 
Students need to actively engage in learning. Activities can be structured or not, teacher 
or student-directed, or, often, a mix of all these. Hands-on activities led by skilled guides 
or docents help students learn. 
Best Practice 
During the field trip, the teacher’s responsibility is to support the student’s 
learning and behavior. This includes a pre-departure check for readiness, a brief 
orientation upon arrival as needed, supporting site staff who are leading sessions, keeping 
students on-task, assisting with the end of the day activities, and retum-to-school 
procedures. The teacher should be sure chaperones know their roles, have the necessary 
materials and supplies, actively work with students during the sessions, and supervise 
them during breaks. If problems arise, the teacher should deal with them as soon as 
possible. The teacher and the site need to keep each other informed throughout the day. 
Students not on the field trip need engaging activities addressing the same educational 
objectives back at school. 
Prepare for Group’s Arrival at Site 
Before departing on the day of the field trip, the teacher needs to check that 
students are adequately prepared academically and for weather conditions. By the time 
the group has arrived at the site, the teacher needs to have provided the students with a 
review of academic and grading requirements and behavioral expectations. Group 
assignments should be clear. Any materials that need to be distributed should be handed 
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out either to chaperones or directly to students. The teacher should brief the chaperones 
about their responsibilities and distribute supplies such as clipboards, scavenger hunts, 
and maps. If students will be graded on their participation, chaperones need to know 
what they are responsible for noting. Chaperones need to know what to do if issues arise 
and how to contact the teacher when the groups are physically separated from one 
another. They also need to be aware of any special medical concerns or needs of students 
in their group, such as allergies to bees or asthma. 
Upon arrival, the teacher should check in with the site’s coordinator and confirm 
the number of participants and chaperones, timing, grouping plans, and any special 
accommodations. If the site is not providing a welcome, the teacher should orient 
students to the facility and the program. 
Support Student Learning and Behavior 
Students whose preparation has clearly connected the field trip with their 
curriculum are likely to consider the program as an academic endeavor. While at the 
historic site, they need to be active participants in the program. As much as possible, 
teachers and chaperones need to let the students try out, experience and have fun with the 
activities with minimal adult interference. WTien there are academic tasks to complete, 
the teacher and chaperones can support the student’s work. These leaders can also help 
keep their groups on-time for various activities and on-task during less formal sessions. 
Various activities require different kinds and levels of supervision. When the 
field trip is led by the site staff, then the teacher’s primary responsibility is to support the 
students and the chaperones, monitor their behavior, and keep them engaged in the 
program. The chaperone’s role is generally to escort the group and assist the students 
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with the activities as needed. Active chaperones who participate in the activities tend to 
enjoy themselves and help set an example for their group. For large groups with many 
chaperones, it can be helpful for the lead teacher to “float” from one group to another to 
deal with issues that may arise. 
When the program is student directed, the role of the chaperone is more active. In 
scavenger hunts, for example, the chaperone may help students read the map, look for 
clues or items, and interpret what they find. Chaperones may need to encourage students 
to share leadership and to keep everyone engaged in the activity. When students are 
doing independent research, chaperones can help guide them in accessing assistance and 
in finding resources. 
When the site staff are presenting the program, the teacher may need to avoid 
“helping out.” Volunteers especially may already feel intimidated teaching in front of an 
educational expert. The teacher needs to let the leader do the program as designed. In 
these circumstances, the teacher is in the role of chaperone, not lead teacher. 
The teacher not the site is generally responsible for student needs and discipline 
as well as other issues that may arise. Chaperones need to help students maintain 
appropriate behavior. They can gently redirect the student whose attention wanders 
without disrupting the session. Many students behave differently on field trips than in the 
classroom. Even squirmy youngsters can get so involved in a hands-on activity that they 
become model participants. The teacher and chaperones need to be especially vigilant 
during break and transition times to be sure students follow the ground rules established 
by the site in terms of out-of-bounds areas and adult supervision. 
185 
Once the sessions have begun, the teacher should be sure that everything is going 
smoothly with the program by checking in with the coordinator and chaperones. During 
unstructured activities, the teacher can circulate among groups, talking to students and 
dealing with any questions or problems that may have surfaced. It is easier to address 
issues when they can be solved than to discover them later by reading evaluations. In the 
case of an urgent situation or an emergency involving the students, the teacher needs to 
be kept informed. Even when the historic site is following its own policies, the teacher is 
responsible for the students and their well-being. Generally, the teacher will need to 
contact the school as soon as possible and implement the school’s procedures. 
Pepartin2 the Site 
Teachers can encourage their student to thoughtfully complete the site evaluations 
of the program. At the end of the field trip, the teacher needs to check-out with the site 
making sure everything is fine and there have been no problems or, at least, no surprises. 
This is the time to make an appointment for a follow-up contact and arrange to return 
borrowed materials. The teacher should check to be sure nothing is left behind and 
collect supplies, materials, and student assignments. The students may need a prompt to 
say “thank you” as they are leaving. 
Return to School 
Upon returning to school, the teacher must be sure everyone has made it back. If 
the school day is over, the teacher needs to see that all students leave school safely. They 
need to deal with those not picked up on time according to school policy. Teachers may 
have to file reports about the trip. 
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Provide for Students who Remain at School 
For students not on the field trip, the teacher needs to plan activities and lessons 
that address the same educational objectives in another way. For example, if students are 
learning about the role of soldiers on the field trip, the students staying at school can 
explore something a little different that will be high interest, such as the role of women as 
spies or. children who supported the cause. Then they can assemble this information and 
have something to share when the rest of class returns bubbling over with what they have 
done. Obviously, the lessons should avoid the temptation of using “boring” worksheets 
and showing old videos. The grading criteria need to be clear and should have same 
value as students getting graded on the field trip site. The project should not be too 
difficult, but it needs to provide enough information for students to be able to do 
subsequent assignments without penalty. This may be a good time to take a virtual field 
trip. 
The Civil War at the Springfield Armory 
The Armory continued its collaboration between educators and staff to select 
activities addressing each of the major educational objectives of the field trip program. 
They designed high interest, hands-on sessions using historic documents and artifacts. 
They considered variety, socializing and fun along with pacing and timing in working out 
the activities and schedule. Initially, they overlooked middle schoolers’ need for 21st 
century amenities and the importance of weather in outdoor activities. The program 
successfully met its academic goals and provided an enjoyable experience for 
participants. 
187 
Address Educational Objectives 
The Armory continued its collaboration between educators and staff to select 
activities for each of the educational goals of the field trip program. The Civil War 
program successfully addressed its major educational objectives; those who participated 
had a good time and were glad they came. Simulations, role-playing and re-enactments 
got high marks from the participants. They preferred being involved and doing things, 
rather than just being talked at. They liked learning a lot of interesting facts and ideas. 
The students enjoyed the competition and challenge of the gunlock simulation, the 
chance to be creative with the crafts in the homefront program, and the fun of dressing up 
in old -time clothes and feeling like they lived back then. They appreciated the hardships 
soldiers faced and the discrimination against members of the 54th Mass. Regiment. They 
thought Quarters 1 was a beautiful old home and would like to see it fixed up more. 
They had fun at lunch time and really enjoyed the recess even though they would have 
liked more free time and more time to socialize. 
Encourage Fun 
Having fun was another major requirement of the field trip from the participants’ 
perspective. Activities were modified to make them more entertaining and fun for the 
students. When things got complicated or involved, every effort was made to simplify 
and streamline procedures while still addressing the educational goals. When the 
program went smoothly, stress diminished and everyone had more fun. The staff were 
clearly enjoying themselves and happy to see the students. They encouraged the 
participants to have a good time stepping into the past and generally taking part in the 
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activities. The staff were truly passionate about their projects and that seemed to 
communicate itself to the students. 
Invite Participants to Step Back in Time 
One of the key objectives was to present historical information about the Civil 
War era. The program was successful in meeting that goal: nearly all respondents offered 
at least one historical fact in their evaluation. To give the participants a sense of being in 
the mid-nineteenth century, the activities were set up with costumed staff and the areas 
were decorated with photographs, posters and other items. For example, the gun-lock 
making activity began with students entering the workshop where Armory work rules 
were posted on the door. The supervisor (the Park’s historian) was dressed in full 
military uniform as a Union officer. As part of his greeting, he administered the loyalty 
oath (which is still required of all federal workers) with the Civil War era clause to 
students to make them “armorers.” Teams and tasks were randomly assigned. Shop 
aprons were distributed to the workers while the inspectors wore blue Armory lab coats. 
Once the stage was set, then the activity was introduced, measuring skills were reviewed 
and students began to make the gunlocks, getting them inspected at each required stage 
and stamped with the Springfield eagle. An 1863 Springfield rifle-musket was used to 
check the tolerances of each completed lockplate. Armory work was piece work with 
pay based on the number of completed gunlocks. Students were encouraged to work 
quickly and to improve the efficiency of the manufacturing process. Workers’ names 
were listed on a standard 1860s payroll sheet so that they could be paid at the end of the 
session in authentic Eagle “gold coins.” The activity was debriefed with a film clip 
showing gunlocks being made at the Armory. Manufacturing methods, including the 
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ways the teams made their gunlocks, and the importance of tolerances and precision in 
making interchangeable parts were discussed. 
Vary Type of Activities 
Types of activities were varied. For example, a session like lockmaking that 
required concentration was alternated with one such as cartridge rolling that allowed for 
light chatter. Sitting quietly on benches during the presentation about the 54th Mass. 
Regiment was followed by the very loud blank firing of guns outdoors. 
Actively Engage Participants 
The most frequent complaint made by participants was “less talk and more 
action.” Lectures were minimized; information was provided throughout the program 
rather than in one sitting. As much as possible, students were involved in doing things. 
The cannon activity was changed from an artillery soldier discussing how to fire a cannon 
while students stared at him with eyes glazed over to that same reenactor directing a 
student “corporal” in uniform and a team of enthusiastic students acting out each step 
around a life-size mock-up to “fire” it on their own. Where possible, demonstrations and 
explanations were given at the point where students needed the instruction. For example, 
rather than explain to everyone in Quarters 1 how to do all the crafts, a costumed 
volunteer who was sitting in one area of the parlor showed the small group near her how 
to roll bandages, while another demonstrated how to make dolls at the other side of the 
room. As groups shifted, instruction was provided again. 
Minimize Academic “Homework” 
The activities were designed to be “stand alone” experiences that taught to the 
curriculum standards through the learner’s participation. Students who were given other 
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academic work—such as homework—to complete during the field trip sometimes 
objected. Although time was given to those who were making notes, it did detract from 
the overall experience and affected the scheduling. Teachers who attended the workshop 
had enough resources to provide details to students at a later time, if they needed the 
information to complete assignments. 
Make Tasks Real and Achievable 
An effort was made to make the task real and achievable in the time allotted. For 
example, making bookmarks went from having students stitch their first names—which 
involved teaching them how to thread needles and cross stitch letters—to using pre¬ 
threaded needles and a simple running stitch to sew the student’s initial(s) onto pre-cut 
strips of cloth. With this modification, fewer sewing supplies disappeared and more 
students were able to try another activity in Quarters 1. Students liked doing these crafts 
and taking home what they made. 
Include Food in Activities 
Food was one of the highlights of the program from the participants’ point of 
view. They liked the chocolate coins, the juice and cookies, and the hardtack biscuits. 
Food was used as an integral part of the program activity, rather than just as a snack. For 
example, students learned nineteenth-century etiquette sitting at the dining table sipping 
their apple juice and nibbling on ginger cookies, as they discussed life during the war 
years with their the hostess. In this way, neither quantity nor choice of food became an 
issue. The choice of foodstuffs was made carefully. For example, “goober peas,” a 
staple of soldier’s fare in the south, were considered as a snack, but because some people 
have severe allergies, the peanuts were rejected in favor of hardtack. 
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Host Participants 
Participants reported feeling welcomed and liking the friendly staff. This gracious 
tone was set at the start of the trip when students were met by the field trip’s director with 
a formal greeting and continued through the day until they left after a formal closing. At 
each session, the leader welcomed participants and thanked them for coming. Before 
beginning, the leader briefly described the area, the activity and its expectations both 
behavioral and academic. At the end of each activity as participants were about to move 
on, the leader thanked the students and courteously invited them to return. 
There was a formal closing at the end of the field trip by the director. This 
included a request for all participants to complete a short 3-2-1 Reflection evaluating the 
program before they left Quarters 1. Students were invited to return with their families 
and information about coming events was given out. Several respondents indicated on 
their Reflections that they did plan to come back soon. 
Provide for Transitions and Breaks 
Some of the activities were designed to help with the transitions. For example, 
between the lock-making workshop and the soldier’s life presentation, participants had a 
chance to use the restrooms and to visit the museum and gift shop. On the way to and 
from the geography activity, the guide led a short tour of the Armory grounds pointing 
out historic features, including the green in the center and the many buildings that were 
once part of the Hill Shops. When learning to march in formation as part of the infantry 
presentation, participants were marched right into the next program activity. In Quarters 
1, participants rolled paper cartridges between activities. In earlier programs, this activity 
was part of the transition between the two morning activities. 
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Group Students Efficiently 
Grouping and regrouping appealed to students because socializing with their 
friends was very important to them. There were several complaints about grouping in the 
Reflections comments. Students wanted to be with their friends and to choose their own 
groups. When teachers were asked to divide groups, it took a while, especially when 
students, started making requests and objecting to the assignments. Some teachers had 
carefully worked out groups with chaperones, but to keep the numbers even, those groups 
sometimes got split up. The most efficient way to group participants turned out to be 
randomly. For example, students were given 3x5 cards as they entered the gunlock 
making workshop which assigned them to groups or to the role of inspector. At other 
times, the students were quickly divided (“those on this side...”) by the staff member or 
simply by the location of the seats provided for the activity. Since students usually were 
next to their closest friends, this was easy to do. If one student quickly realigned herself, 
it was generally ignored. The chaperones were asked to divide up and go with a group. 
Because most groups were very temporary, there were few objections or complaints. 
Work Out Timing and Pacing 
Pacing and timing were important. Over time, the program was adjusted and 
tweaked to provide many different activities without being hurried. Participants often 
suggested more time for the activities, perhaps because they were having so much fun 
they wanted to continue, or maybe they felt rushed into the next part of the program. To 
address this, activities that often ran late or were left unfinished were reworked. 
For example, to tighten the timing, the program began right away. Participants 
were greeted as they came off the bus, either outside or in the foyer, depending upon 
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weather conditions and group size. Originally, everyone was gathered into the theater, 
but it actually took too long to herd students through the metal detector, have them stow 
their lunches and coats, then move past the restrooms and some of the most intriguing 
museum exhibits, and finally settle down onto benches. Once the participants were 
welcomed in the theater, the process had to be reversed to get them to their first activity. 
By greeting them immediately, about 15 minutes more were available for program 
activities. It was easier to escort the smaller group directly into the first activity while 
students were eager to begin the program. Breaks were scheduled into the agenda, and 
the lunch time was extended to about 45 minutes to provide more “recess” time as 
suggested by a number of students. 
Follow Time Schedule 
One difficulty with sticking to the schedule was keeping each session to its 
allotted time. When one group ran over, another was shortchanged. Volunteers could 
feel badly if they didn’t offer everything they had prepared. This was especially true of 
the Soldier s Life sessions. Once volunteers realized they needed tighter presentations, 
they no longer missed doing their favorite things, including answering questions and 
following up on student interests. To alert presenters and smooth the movement between 
activities, the field trip coordinator provided a five-to-ten minute warning. 
Each staff member and chaperone was given a small laminated schedule that hung 
on a neck chain. Easy to use and to collect at the end of the program, these helped keep 
the program running on time. Common questions were answered at a glance; everyone 
knew what was coming next and when the breaks were. 
194 
Provide Supplies 
Participants need enough supplies to do the task. For example, in the lockplate 
workshop and in the Quarters 1 craft sessions, tools and materials were set up so students 
could immediately begin the projects. When the number of participants was larger than 
anticipated, staff had to scramble to provide for the additional people. To deal with this, 
as well as breakage and loss, extra materials were set aside in advance. 
Another problem was the disappearance of handouts used during various parts of 
the program. These included dossiers of soldiers mustered out of Springfield, directions 
for each role in firing the cannon, and so on. When rotating from one group to another, 
the leader could unexpectedly find key components of the project were missing. An 
effective solution was to laminate each paper or place it into a clear plastic sleeve. These 
were easier to keep track of and did not become “shopworn.” Participants were unlikely 
to take them because they looked like references and not like give-aways. 
Arrange Adequate Facilities 
More physical amenities were needed than originally anticipated. Early 
comments suggested more benches and tables be provided, and there were several 
comments about bad weather. Several steps were taken to address these concerns. For 
example, at first the Soldier’s Life was set up outside around a fire with a tent and 
equipment. Students sat on the ground or stood around the smoky fire, tasting dry hunks 
of hardtack and trying to hear descriptions of camplife while experiencing some of it 
themselves. Although some respondents especially liked the campfire experience, 
“rustic” was not a big hit with many other middle schoolers and their chaperones. To 
shelter students from the weather, the wind and the smoke, the activity was moved 
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indoors where it was much easier to hear and see. Benches were provided for more 
comfortable seating, and the hardtack was broken into very small pieces and passed 
around with cups of water. Although an element of realism and “being there” was lost, 
more learning took place. 
Nineteenth century facilities have few closets and little refrigeration space. For 
security reasons, backpacks were not permitted. However, students wanted to safely 
store jackets and keep lunches cool. It was decided to have students carry their jackets 
and umbrellas with them, because there really wasn’t any storage place and they were 
moving outside frequently. A shaded nook was found to store the coolers with lunches. 
Adapt Program for Weather Conditions 
Weather created interesting situations. On windy days it was hard to hear the 
guide describing the buildings and grounds. The map activity was offered outside to 
show where things were, but the big posters were hard to hold and see unless the day was 
calm and cloudy. So most of the time, explanations were provided indoors. Students 
were generally not prepared for being outside unless it was very mild. Whether it was 
cold, hot, wet, windy, or sunny, some wanted to come inside! Eventually, arrangements 
were made for students who preferred to eat indoors to use the workshop when 
accompanied by at least one chaperone. Others were delighted to be outside running 
around (literally) and paid little attention to weather conditions. More sheltered space 
was made available for lunchtime by putting picnic tables on the porch of Quarters 1. 
Clarify Chaperone Responsibilities 
Chaperone responsibilities and off-limits places needed to be clarified, especially 
during lunch. Before they were, several pairs of students wandered out of sight, another 
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small group explored the college campus located on the grounds, and others roamed in 
and out of the museum, all without specific supervision. In addition, the restroom in 
Quarters 1 was not designed for more than occasional use, so students had to be directed 
to the group facilities in the main building unless there was an urgent need during the 
program. 
Proposed Model for Historic Site Field Trip Program 
In designing the program for a successful field trip, the historic site needs to 
address the educational objectives with hands-on active learning sessions. Fun activities 
that encourage students to step back into time, are real and achievable in the time allotted, 
provide for less talk and more action, and include food are generally successful with 
young adolescents. Academic work, using old and new technology, can be made integral 
to the activity to minimize “homework” type requirements. Grouping students and 
working with chaperones needs to be considered. Adequate facilities and supplies should 
be provided. Scheduling needs to be worked out carefully. The day’s host can welcome 
the group, introduce sessions, keep track of the group’s needs during the day, and provide 
an effective closing with evaluations. Other considerations involve pacing and timing, 
transitions and breaks and built-in flexibility. Weather needs to be considered. 
Design Activities to Address Educational Objectives 
In designing and developing activities for the field trip, the historic site must 
address the program’s educational objectives as well as the needs of young adolescents. 
The same team of educators, staff and volunteers who collaborated on the objectives can 
design the activities. For each goal, they can brainstorm and select a key event or critical 
activity and then create a workshop around it. Generally, the more time students spend 
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on an activity, the more they learn about it. The most significant academic goals ideally 
should have the longest time allotted to them. 
The educator, who works with youngsters daily, may have more ambitious 
expectations than the site is able to provide. At the same time, the site may expect more 
of the educators than they are able to produce given their teaching demands. Thus, 
collaboration becomes critical in determining the scope of the program and the sessions. 
The site also needs to work with the individual classroom teacher. It may be 
easiest for the site to offer a standard program, but that may not be best for a particular 
group of students. Activities can address a broad range of curriculum standards; it is the 
teacher s responsibility to select those that are appropriate at the time of the field trip. 
The teacher can bring ideas into focus to meet students’ skills, needs and interests and 
may suggest novel ways of using the site’s resources. If the teacher is requesting 
something special or would like a different sequence of activities, this needs to be worked 
out carefully with the staff. Often, such needs can be accommodated when addressed 
collaboratively. 
Encourage Fun 
Activities need to be engaging and fun. They should use the site’s unique assets 
and be based on (local) documents and artifacts. Simulations, reenactments, and old-time 
activities intrigue youngsters. Sessions structured with a sense of play help draw them 
into the past. Students like to try it on, try it out, use it, play with it, and just do it. 
Students enjoy working in teams, and that often helps all learners be successful. 
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Invite Participants to Step Back in Time 
The program needs to invite the participants to step back in time and get into the 
spirit of the target era. Costumed interpreters are fun! Let them lead the events. For 
students to understand the way of life at that time, the sessions can let students explore 
the work (paid or unpaid) people did, what they ate, where they lived and how they 
relaxed.. Presenting daily activities of different groups or classes of people allows 
students to discover how perspective influences one’s interpretation of an event. Many 
youngsters are interested in fashions, in trying on and trying out the things from back 
then so they can imagine themselves at that time. Have “old” clothing—even if it is only 
one youngster who gets to model it all. Use equipment and props to show what things 
looked like. Offer or better yet embed the descriptions and uses of items into the 
presentation and program. Decorate the workshop area with items that show the 
“year”—an old calendar, a newspaper, a photograph of a “current” event. Go for a “Big 
Bang” that dramatically portrays the story; in the Armory field trip, it was literally the 
blank firing of a series of muskets and rifles made in Springfield. 
Make Tasks Real and Achievable 
Tasks need to be real and achievable in the time allotted. Adapt the authentic 
procedure so that students can be successful and still have a sense of how things were 
done and what it felt like. Provide a workshop that lets the students do “it” for long 
enough to accomplish something; it’s always nice to have an item to take home. Leave 
enough time to set-up each event with an introduction and to conclude the activity 
effectively without a feeling of being rushed. Each significant piece of the program 
needs debriefing with an opportunity for questions. 
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Maximize Learning; Minimize "Work” 
Students recognize and appreciate a strong learning environment, yet they go on 
field trips expecting to have fun and not work too much. There is a fine line between 
achieving academic goals and just socializing—a main goal of middle schoolers whose 
preferred activities usually include lunch and recess. When the program is exciting and 
“cool,” these youngsters are happy to participate and like learning new things. 
Most of the time, the program should minimize homework-type academic 
requirements on-site. They maximize learning, but have a cost in less attention and less 
absorption in the activity. If needed, provide time at the end of activity to record in 
“Journals.” Another way is to make the written work an integral part of the activity. 
For example, students listen to a letter from the battlefront, then as a group write back to 
“their” loved one; or they can participate in a scavenger hunt or gather documents and 
photographs for their research project. Plan to provide paper and pencils; make the note¬ 
taking an integral part ot the activity—for example, scaffold a news report and let 
students fill in blanks based on their activity, or give them or their teacher a copy of the 
dossiers or whatever they might want to take notes on. 
Sites can consider using new technology to record the “past.” Using a digital 
camera, students can document the field trip and the artifacts; before the end of the day, 
the camera can easily be downloaded onto memory stick to use in follow-up lessons in 
class. If pictures include the students, the site may need copies of their photo release 
authorizations. 
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Actively Engage Participants 
Participants need to be actively engaged in learning. Minimize sitting and 
lecturing. Boredom is the “killer” activity for middle schoolers. Keep things short, sweet 
and moving along. In planning an activity, identify the main points that need to be 
explained; it is not necessary to tell everyone everything. Get the youngsters up and 
moving.- As much as possible, let the participants role-play, reenact or try out the activity 
themselves. When students are busy, there are fewer problems and off-task behaviors. 
However, too much organizing and movement defeats the purpose. Complex 
plans can quickly become confusing to know who, what, where is next. It is difficult for 
the volunteers and chaperones to stay on schedule when the activities are as intricate as 
an elaborate dance. The old adage “Keep it simple, make it fun” is a good guide. 
Include Food in Activities 
Include food in the program. Don’t offer large amounts of food, especially if the 
flavor is strong or unusual; a taste is enough. Pay attention to health regulations and 
common food allergies. Many things come in pre-packaged servings. Use throw-away 
plates and utensils to serve participants for health reasons, but have display of period- 
appropriate dishes and table settings so they can see what it was like back then. 
Group Effectively 
Decide in advance how to divide students into groups and let the teacher know 
that as part of the logistical planning. Because socializing is important to middle school 
students, they can get very unhappy when their friends are in different groups. Random 
assignment can be the easiest, especially if groups are formed and reformed often during 
the day. However, it is best for the site to work together with the teacher who may have 
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strong reasons to separate certain students or to keep others together. If the group is 
broken up for some activities, consider how to let them reform for at least the lunch time. 
Use Chaperones Effectively 
When the chaperones understand and are comfortable with their duties, they can 
effectively support the students as they learn and work. Chaperones can be encouraged 
to participate in sessions and to take an active role in supervising student behavior. 
Chaperone responsibilities during transitions, breaks, and while escorting students need 
to be clearly defined. When the site is hosting a group that is engaged in student-centered 
or teacher-directed activities, the roles of chaperones and staff may differ from staff-led 
sessions. 
Provide Adequate Facilities 
Consider the physical space and the amenities. Provide simple but effective 
ground rules literally: if participants are going to be outside, be sure they know the 
limits of where they can go. Think about where the participants will eat lunch and what 
changes bad weather will require. Consider seating, sheltered space, lunch areas, coat 
storage, and plumbing facilities. If the area is inadequate for a large group, plan to limit 
the group size to one that can fit comfortably, even if it means offering twice as many 
programs. Twenty-first century participants are usually unwilling to cope with nineteenth 
century conditions. They want comfortable seating, good sound systems, and modem 
restroom facilities. Rustic is not always acceptable; if it is necessary to live in the past, 
include this information as part of the class preparation so students will be prepared. 
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Provide Supplies 
Have enough stuff. Programs need supplies, samples, references, displays, and 
other items. Enough for a group of eight to gather around and share may not work with a 
full class. Notice how much of what is being used belongs to staff. Reenactors often 
invest considerably in their gear and clothing. Volunteers typically reach into their own 
pockets for supplies for their projects. Be sure that what has been privately provided has 
not been used up, worn out or destroyed. Over time, the site may need to replace or 
restock such items. If the program is on-going, a staff member’s initial offer to provide 
materials may not be sustainable. It may make sense to budget for and purchase required 
supplies, rather than assume volunteers wish to continue to donate more than their time. 
Consider noise level. Many volunteers are not used to the sounds of large groups 
of middle schoolers. Some may have difficulty hearing well in crowded situations. 
Consider meeting and gathering spaces. A parlor that works well for eight to twelve 
people will be overwhelmed with a group of twenty or so. Divide and conquer; groups 
can be broken up into small sections for various activities rather than kept all together. 
Schedule with Care 
The daily schedule needs to be worked out thoughtfully. The program’s 
objectives and activities need to be matched with more time given to addressing the more 
important goals. The field trip should flow smoothly throughout the day from beginning 
to end, in a way that keeps students actively learning but does not exhaust them or leave 
them restless. When needed, the length of the program or a session can be adjusted to 
meet the needs of the participants. 
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Pay attention to hostessing duties. It’s best to have one person from the historic 
site be the group’s director or host for the day. Someone needs to be aware of the group, 
its needs and expectation, and to be able to deal with any problems that may arise. At 
each session, the leader needs to welcome participants, introduce the activity, and explain 
what is expected of students both behaviorally and academically. At the end of the 
activity, the leader again needs to close the session with a thank you. The day’s host 
should also work closely with the group’s teacher to keep everything going smoothly and 
to address issues as they arise. 
A formal welcome is appropriate. The simplest way to greet participants is as 
they get off the bus or arrive at the front door before trying to move the group someplace. 
In welcoming students, the director needs to tell students where they are, what kind of 
facility it, and the purpose of the program. Behavioral expectations need to be reviewed. 
There should be a brief introduction to other leaders, an overview of the day, and where 
they can find the restrooms and other facilities. A brief site orientation is helpful even if 
there is a session devoted to touring the site. If maps or free brochures are available, this 
is the time to distribute them. Participants need to be shown where to hang up their 
jackets, store their packs, and put their lunches. If the group is large and needs to be 
divided immediately, each group leader can provide the same general introduction at the 
same time. 
A formal closing is helpful, too. It lets participants know the program is over and 
it is time to leave. The closing can include a short evaluation of the program as part of 
the “ticket to leave.” Despite their best intentions, many teachers do not mail back 
evaluations after they return to the classroom. Participants can be invited to visit again 
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with their families and given marketing information about upcoming events at the site, 
discount admissions and other items of interest. 
The evaluations need to be simple and easy to complete in a few minutes. It may 
be helpful to separate feedback from chaperones and teachers; a simple way is to use 
forms that are different colors than the student forms. The best time to have participants 
complete the evaluations is at the end of the day before leaving their final activity. Once 
students head for the gift shop, the exhibits, or the bus they are unlikely to be settled 
enough to think about the program and offer useful information. 
Pacing and timing are important in developing the schedule of the field trip 
program. A fast-paced day will help keep participants engaged and minimize off-task 
behavior. Consider the order of activities when groups are rotating. Not every order may 
be reasonable, especially if the information from one session is essential to participating 
in another. If possible, let the first part of the program be the most concentrated 
academic work and the last part the time to socialize and ask informal questions. It can 
be difficult to rotate all the activities in a grand “round robin,” especially if it means 
youngsters must settle down after they have been “playing.” Vary shorter activities with 
longer ones and focused activities with those that have time to socialize. 
Provide for transitions and breaks. The program needs to build in travel time 
and transition time from one place to another. Most middle school students are used to 
very specific times for lunch and restroom breaks no matter what a field trip program 
might be! Alert teachers if these are very different from the school schedule. The lunch 
period needs to be long enough for whatever is scheduled into it, especially if this is the 
time to visit the bookshop or the museum exhibits. Many middle schools have eliminated 
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outdoor recess, so offering it could be a big hit for the field trip program. Consider 
adding some unstructured time to the lunch period and offering recreational activities 
from the time period. 
Give everyone a copy of the updated schedule when they arrive, including 
teachers, chaperones, staff volunteers, and helpers. Laminated 3x5 cards on neck chains 
are easy to check and collect. Encourage staff to stay on time. A five-minute warning 
rung on an old school bell might be time period appropriate. 
Finally, be adaptable and flexible with the schedule. Use Plan B when you need 
to. Things happen when you work with youngsters and with volunteers. There can be all 
sorts of minor and even major situations that arise from bad weather to fire. The site 
should have a basic first aid kit and various emergency procedures that can be followed 
when there is a need. In such cases, work as closely as possible with the teacher in 
charge to be sure all the students are safe and accounted for. The school can then be 
contacted to follow through with their procedures, including notifying parents as 
necessary. 
Consider Weather 
If outdoor activities are planned, carefully develop inclement weather alternatives. 
Besides the obvious rainy and snowy conditions, consider wind and temperature. 
Participants on a walking tour or listening to an outdoor welcome might not be able to 
hear the speaker clearly on windy days unless there is a sheltered gathering spot. 
Unusual temperatures can also cause problems. Students may not be dressed for colder 
conditions; in hot weather, they may be used to air-conditioned spaces. If it has rained 
heavily recently, then puddles, wet benches or an outbreak of mosquitoes could make the 
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outdoor program uncomfortable. Snow and ice can make an area unexpectedly 
treacherous. Fog or a heavy cloud cover can obscure the landscape that is part of the 
local geography session. Be sure to indicate to the teacher as part of logistics planning 
how weather and clothing might interact and have students prepared appropriately. 
Post-Trip Activities 
. These are essential for students to process and retain what they have learned and 
to get the maximum benefit from the field trip. These can include debriefing, reflecting, 
processing, and documenting what happened on the trip. Follow-up learning activities 
allow students to review, consider and synthesize and add to what they have experienced 
or discovered. 
Best Practice 
Post-trip activities are an integral part of the field trip program. Follow-up 
learning activities allow students to review, consider, synthesize and add to what they 
have experienced or discovered. Curriculum connections both for the present unit and 
future units should be tied to the trip experience. Teachers can provide the site with a 
final reflection of the program. Thank you notes are always welcomed. 
Debrief Trip and Review Program 
It is more effective to begin the post-trip lessons the next day rather than on the 
bus on the way home. After the field trip, students tend to be tired and interested in 
socializing. They prefer to talk about what happened with each other rather than with the 
teacher. Informal conversations and follow-up questions and answers are fine, but the 
formal review and summary can wait for the classroom. 
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There are some important follow-up activities that should be included in the first 
day back. Students need to process and review what they have experienced to retain what 
they have learned and get the maximum benefit from the trip. Before engaging in 
academic work based on the field trip, students need to be able to debrief. The class 
discussion of what happened and what they experienced along with individual reflections 
of the trip help teachers know what ideas and concepts might need reinforcing or 
correcting as well as which ones were well-understood. 
The teacher needs to gather student reflections of the program even if the site 
collected its own evaluations. The teacher usually does not get information from the 
site’s evaluations. Students generally look at the whole experience including features 
such as the bus ride when asked for their feedback at school, whereas they would not 
report on those aspects at the historic site. These evaluations can be very helpful in 
designing and improving the next field trip, whether to the same site or another place. 
Thank you notes and cards are a very welcome touch for the site, for chaperones 
and teachers, and other support personnel who may not always feel appreciated. They 
have the added benefit of helping the students realize that field trips are complex projects 
involving many different people. 
Integrate Trip Experiences into Classwork 
Because the field trip was ideally designed as an integral part of the curriculum 
and its timing was appropriate, the teacher can continue on with the lessons using the 
field trip experiences to teach the unit. Those students who did not participate in the on¬ 
site field trip need to be included in the lessons and share what they learned, too. 
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It is generally useful for students to summarize and synthesize what they have 
learned. The trip evaluations and thank you notes help some students put into writing 
what they have learned. Some teachers have students create a bulletin board or other 
display of snapshots, artifacts and souvenirs of the trip as way to present the main ideas 
of the trip. A PowerPoint presentation is another way for students to present what they 
have learned. It can also be helpful as a promotion for the following year. If 
photographic releases have been obtained from the students, consider sharing this with 
the site or enclosing snapshots with the thank you notes. When the purpose of the trip 
has been to research information for an assigned topic, working on the project is the 
obvious post-trip activity. 
Many teachers follow-up the field trip with academic assignments based upon 
what students have learned. This author is beginning to question her assumption that 
notes ought to be taken on-site during the trip and that work should be done as homework 
right away. Students certainly prefer to participate in the activity without being 
concerned about other assignments. They can then review and discuss the experience 
first with the teacher before attempting to complete the assignment. Notes can be 
provided in a more organized way and questions or misconceptions addressed before they 
are firmly established. Also, since students are often grouped by chaperones and may 
have little contact with the teacher during the course of the field trip, questions students 
have about the work or the experience would remain unanswered. 
The resource materials from the site can be useful in reviewing and reinforcing 
what was presented during the field trip. Students may have noticed documents and 
artifacts while the program was in session. Back in the classroom, they can study and 
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investigate these and similar documents more closely with some understanding of their 
context. In the same way the teacher had referred to the site in lessons before the field 
trip, he can continue to use the experiences as a reference point in subsequent units. 
Follow-up with Site 
As a final follow-up to the program, the teacher can be in touch with the historic 
site and share what ideas and suggestions s/he may have gathered about future programs. 
Some of these recommendations may be based on the post-trip activities in the classroom 
and reflect what students have gained from the experience. This can be done formally a 
few days later with a written reflection or informally when dropping off borrowed 
resources or delivering thank you notes. 
The Civil War at the Springfield Armory 
Once the students departed, the staff of the Armory program quickly reviewed the 
day and scanned the participants’ 3-2-1 Reflections. Most comments were positive; 
student and staff observations were quite similar. Suggestions to improve the program 
were considered, and quick changes were sometimes made to tweak the activities. At 
the end of each season, a formal evaluation with all staff was conducted to review the 
whole program. More involved changes were discussed and some were implemented 
based on feedback from participants and staff. 
Debrief Trip and Review Evaluations 
The resource packet given to teachers held activities and ideas for follow-up 
lessons. It also contained many of the documents used in the program so the teacher 
could review and discuss the field trip with the class. The follow-up activities for the 
Armory staff were different from those in the classroom. While the teacher was 
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primarily concerned about continuing the instruction on the Civil War and using the field 
trip experiences as part of the learning process, the Armory was focused on evaluating 
the effectiveness of the program and the sessions and developing ways to improve the 
experience. 
For each class that attended The Civil War program, the director logged the 
number of participants, the schedule and its changes, the weather and any unusual or 
interesting circumstances. These notes along with the participants’ reflections helped the 
staff identify what worked well, and perhaps more importantly, what needed to be 
revised. Most comments were positive, and the staff really enjoyed the encouraging 
feedback. However, the few negative comments along with the suggestions participants 
made were quite revealing and useful in improving the program. Taken as a whole, the 
Reflections from each group identified those areas and issues that needed development 
and often recommended ways to revise them. 
The Reflections were reviewed (often that afternoon) by the director and any staff 
who happened to be around. These evaluations were very useful; participants quickly 
identified all the rough spots. Interestingly, the remarks offered were similar to those 
ideas and feelings the staff had about the session. The staff brainstormed ways to address 
their concerns. Once modifications were made, the simple-to-fix issues usually 
disappeared from the suggestions section. However, the Armory was careful not to make 
too many changes merely based on a comment or two. Staff spent a considerable amount 
of time developing and working on their activities; quick changes were often difficult to 
implement and sometimes seemed a bit whimsical. Some problems were specific to a 
particular group; these were noted and kept in mind for that group’s next visit. When 
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practical, changes were discussed and sometimes even implemented for the next field trip 
program. Sometimes the concerns were more involved, and these got put on a long-term 
to-do list, such as building more tables and benches. 
Conduct a Formal Review of the Program 
In addition to the informal discussions, there was a formal review process for The 
Civil Wcu program at the Armory. Around the end of each season (once the school 
programs were finished), the director met individually (or in pairs in the case of couples) 
with key staff to review and discuss the program. These private talks were open to any 
kind of feedback. Near the end of the summer, there was a formal session with everyone 
to discuss the upcoming year’s program. The goal of this meeting was to review what 
went well, to consider changes and new ideas to the activities and the schedule, and to 
recommend purchases and expenditures to enhance the program. Feedback from the 
Reflections as well as suggestions and ideas offered by staff were considered. Changes in 
the program ranged from tweaking the cartridge rolling activity to overhauling the Life of 
a Soldier sessions to re-ordering the activities in the schedule. The result of the 
evaluations was an updated program more effectively addressing the needs of the middle 
school students while using the strengths of the staff to teach about Springfield and the 
Civil War. 
Two examples are offered that illustrate the use of the evaluation process. The 
gunlock manufacture simulation activity was very effective in all its forms. It was also an 
activity that changed significantly over time, based on feedback from students, teachers 
and staff. The basic plan introducing students to the work of an armorer and the concepts 
of tolerances, interchangeable parts, and piece work remained the same. The tools, the 
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introduction, and the conclusion changed. The task and its instructions were simplified. 
Directions with samples were posted. Tolerances were lowered, and the inspection 
technique was simplified. All these things enhanced the session and provided students 
with more success in making the gunlock plates. 
Another major area that was reworked considerably was the Life of a Soldier. 
These sessions began during the pilot program with one reenactor who briefly introduced 
himself in his role and then answered questions to help students complete a scavenger 
hunt. For the first year of the program both reenactors were included, one portraying a 
sergeant in the 54th Mass. Regiment and the other a corporal in an artillery company. 
Both presentations were basically stand-up talks with questions from the audience. The 
artillery soldier4 s program was centered on his campsite, complete with Hoppin’ John 
stew bubbling on the fire. The infantry man explained the role black soldiers and other 
men of color played in the war. Although these were very informative sessions, there 
was not a lot of hands-on activity. Two years later, after much feedback and many 
revisions, the sessions were much more interactive. The infantry reenactor stood in front 
of a tent pitched inside one of the parlors in Quarters 1 with gear and clothing all around 
him and a mannequin wearing a full Civil War era uniform. The photographs, documents 
and other memorabilia carefully displayed were passed around for students to examine. 
Students modeled the clothing and tried out the equipment. Sometimes, the sergeant led 
students out and taught them the fundamentals of marching. However, this was a 
physically-demanding activity that required strong cooperation from the students, and so 
it was not always offered. The artillery soldier’s program (as described earlier) went 
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from a detailed verbal description of how to fire a cannon to students role-playing an 
artillery team firing a mock cannon. 
As an evaluation of the program, the Reflections were useful. They were short, 
simple, and easy to complete. However, it would have been nice to know which 
respondents were students and which were chaperones. This could have been done by 
using different forms or even different color paper for the chaperones. 
Proposed Model for Historic Site Field Trip Program 
Once students depart, the staff of the site can gather to debrief the day’s program 
using participant evaluations along with staff observations. Easy changes can be 
implemented. Long-term and more involved modifications can be noted. The site 
should conduct a formal review at the end of the term, and decide on major changes to 
the program. 
Debrief Trip 
The follow-up activities are different for the historic site than they are for the 
teacher and students. The teacher will be using materials from the resource packet to 
continue on with the unit and the lessons already planned, including some specific 
follow-up activities using the field trip experience. The historic site needs to review the 
program and consider what changes might improve the overall experience. 
Soon after the participants leave, the field trip coordinator should log information 
about the class, its schedule, the weather, overall impressions of the group and its 
experience, issues that might have arisen, and other pertinent remarks. This information 
along with participant evaluations and comments made by staff will be useful in 
assessing the successes and challenges of the day. 
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The coordinator should follow-up with teachers about a week after the class’s 
visit. This is enough time for the teacher to have reflected on the strengths and 
challenges presented by the field trip and to provide more reflective feedback. Small 
problems have had enough time to be put into perspective and larger issues, such as any 
student misconceptions, will have emerged. This follow-up can take the form of a phone 
call or-an informal visit, perhaps when the teacher drops off thank you notes and any 
borrowed material. It is helpful to add these comments to the notes taken on the day of 
the program. 
Looking over the evaluations completed by participants should be an integral part 
of the clean-up process at the end of the field trip. The comments can be shared with all 
staff in the debriefing session or in a later planning session. Most will be eager to know 
how the students felt about the program, and they will appreciate the positive feedback. 
It may be helpful to post the compliments and kudos in a public area to so that staff, 
especially volunteers, receive recognition for their efforts. 
Conduct Formal Evaluation 
Each term or season the staff should gather for a formal working session to 
evaluate the program. Everyone involved in the program should be invited, including 
those who work behind the scenes. It can be helpful to have someone present a summary 
of the evaluations. In addition to assessing the program as it has been offered, 
consideration can be given to making major changes as well as whether to continue 
offering the field trip. Staff, especially volunteers, need to be asked if they would like to 
continue working with the program and in what capacity. This can be a time to consider 
new recruits. 
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In reviewing the participant evaluations, the overall tone and feelings should be 
noted. Look to see that the basic goals and objectives have been met. Identify what went 
well and why. These are aspects of the program to preserve when changes get made. 
Pay close attention to suggestions and comments, especially the negative or neutral 
remarks. They provide thoughtful feedback. Do not expect many negative comments; 
participants don’t want to hurt any feelings when everyone has been nice to them. Some 
negative comments may only be given verbally, so they should be noted in the daily log. 
Care should be taken to put things into perspective when comments reflect negatively 
upon particular staff. There are likely to be a few conflicting opinions about the same 
activity. These may simply reflect personal preferences and need to be looked at as part 
of the whole evaluation. In considering the evaluations, be sure to cross-reference the 
daily log to note any unusual events that might explain particular comments. 
Make Easy Changes 
One of the main purposes of the evaluations is to identify what needs changing 
and how to improve it. Especially when a program is new, some changes will be 
immediately obvious and easily made. For example, putting up a “ladies room” sign or 
pre-threading needles can quickly solve a simple problem. Some concerns can be 
addressed with an immediate tweaking of the program, such as leading one group out the 
back door while the next comes in the front. Activities and presentations often improve 
with time as the leaders become more comfortable working with middle school students. 
When leaders are aware of what makes things go well, they can comfortably and 
naturally tweak their own sessions. 
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Decide on Future Changes 
However, not every change is desirable, and not all problems need to be 
addressed immediately. There may be some areas that require long-term solutions or that 
need to be considered thoughtfully before implementing changes. There may be 
unintended consequences when making changes. Some modifications may become 
apparent after reading through comments from many different groups over a period of 
time. Thus, it is important to look at the whole season’s (or term’s) evaluations for 
patterns and trends. Even if staff don’t agree with the suggestions or can find other 
reasons to ignore complaints, these comments should still be tracked. Participants often 
have good insights into what might work better and there may be a successful way to 
implement the ideas later. 
Summary 
Best Practice 
Collaboration between the middle school social studies teacher and the historical 
site begins by determining the purpose of the trip and matching it to curriculum goals. 
By visiting the site and participating in a program-specific workshop, the teacher gathers 
resources and previews the field trip. The teacher and the site develop specific plans to 
address student needs. In pre-trip lessons, the teacher shows students the connection 
between the program and the curriculum and describes academic and behavioral 
expectations. S/he prepares students by presenting recommended information and skills. 
Permission slips and a preview of the agenda provide essential information about the trip. 
The teacher explains chaperone duties and sets up groups. Just before the trip, he 
confirms the arrangements with the site and reviews information with the students. 
217 
During the field trip, the teacher and chaperones support student learning and behavior. 
If issues arise, the teacher deals with them as soon as possible. Students not on the field 
trip are engaged in activities addressing the same educational objectives. Post-trip 
activities enable students to process and retain what they have learned. These include 
debriefing, reflecting, processing, and documenting what happened on the trip. Through 
follow-up activities, students review, consider and synthesize the experience. Present and 
future units are tied to the trip experience. 
The Springfield Armory 
Developing a Civil War program at the Springfield Armory National Historic Site 
was a collaborative effort between the Park’s rangers, volunteers and local educators. 
Working together, they determined the purpose of the program, identified local resources, 
and designed activities to address the educational objectives. The program’s 
interdisciplinary goals were connected to the Massachusetts State Curriculum 
Frameworks. A pilot program led to the development of The Civil War—Soldiers, 
Civilians and Armory Workers. Teachers who attended a workshop previewed the 
activities and received a substantial packet of resources. Their feedback, which was 
mostly positive, led to improvements in the field trip’s activities and logistics. When 
teachers booked their field trips, they arranged accommodations to meet their students’ 
needs. They used information from the resource packet to plan lessons integrating the 
field trip into their curriculum. Students who were well-prepared participated more 
successfully according to staff. The Armory continued its collaboration between 
educators and staff to select activities addressing each of the major educational objectives 
for the field trip program. They designed high interest, hands-on sessions using historic 
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documents and artifacts. They considered variety, socializing and fun along with pacing 
and timing in working out the activities and schedule. Initially, they overlooked middle 
schoolers’ need for 21st century amenities and the importance of weather in outdoor 
activities. The program successfully met its academic goals and provided an enjoyable 
experience for participants, independent of the type of school they attended (public, 
private, homeschool, urban or suburban). Most comments from the participants’ 3-2-1 
Reflections were positive; student and staff observations were quite similar. Their 
suggestions led to some quick modifications. At the end of each season, a formal 
evaluation reviewed the whole program. More involved changes were discussed and 
implemented based on feedback from participants and staff. 
Model for Historic Site 
Historic sites seeking to offer dynamic field trip programs to middle school 
students can begin by collaborating with local educators. Together, they can determine 
the program’s educational objectives and connect the program to local curriculum needs 
and standards. The site needs to identify its local resources, including documents, 
artifacts, buildings and the landscape and connect these to the field trip. Staff, whether 
paid or volunteer, are an important resource who should be included in developing the 
program. They may find training and orientation helpful for working effectively with 
today’s youth. A pilot program testing out the field trip is recommended. Once the 
program is ready for area students, the site can offer a teacher workshop. This workshop 
should include a preview of the program, materials for the teacher to use in connecting 
the program to the site, and information about its logistics and fees. Teachers can work 
with the site to adapt the program to accommodate the needs of their students. They can 
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use the resources from the workshop in developing lessons to prepare students for the 
program. Just before the trip, the site needs to confirm the arrangements with the teacher, 
especially the number of participants and chaperones. 
In designing the program for a successful field trip, the historic site needs to 
address the educational objectives with hands-on active learning sessions. More time 
should be given to the more significant objectives. Fun activities that encourage students 
to step back into time, are real and achievable in the time allotted, permit some 
socializing, provide for “less talk and more action,” and include food are generally 
successful with young adolescents. Academic work, using old and new technology, that 
is integral to the activity maximizes learning and minimizes “homework.” Grouping 
students and working with chaperones needs to be considered. Adequate facilities and 
supplies should be provided. The schedule needs some built-in flexibility and needs to 
consider pacing and timing and transitions and breaks. The day’s host can welcome the 
group, introduce sessions, keep track of the group’s needs during the day, stay in touch 
with the teacher, and provide an effective closing with evaluations. When part of the 
program is outdoors, weather needs to be considered. 
Once students depart, the staff can gather to debrief the day’s program using 
participant evaluations along with their own observations. Easy changes can be 
implemented to tweak the activities. Long-term and more involved modifications can be 
noted. The site should conduct a formal review at the end of the term, and decide on 
major changes to the program. 
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CHAPTER VI 
RECOMMENDATIONS 
This research explored how to use local history resources to develop best practice 
field trips for middle school social studies students. It conceptualizes field trips by the 
phases of the program: collaboration, pre-trip preparation, the field trip program, and 
post-trip activities. The previous chapter (V) provides very detailed descriptions using 
data drawn from this study for developing best practice programs from the points of view 
of the classroom teacher and the historic site. This section extends those conclusions by 
offering two sets of overlapping recommendations. The first reflects on the research 
from the historic site’s perspective by addressing the “So what does this all mean?” 
question. It identifies what the author finds most interesting and significant from the data 
for sites to consider. The second set of recommendations takes the point of view of the 
participants and identifies those elements that make a field trip successful. 
Recommendations for Implementing Best Practice Field Trips 
Historic sites can use the model offered in the previous chapter to design and 
present field trips for middle school students. However, in a study as lengthy and 
complex as the one presented by this research, the question still remains of what is really 
important and interesting in the findings. The following recommendations, which are 
based on experiences with the Civil War program offered at the Springfield Armory 
National Historic Site, are offered for the historic site to note when implementing its best 
practice field trip program: 
1. Offer one basic program for all groups of students. 
2. Tailor program to address individual teacher and student requests and needs. 
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3. Pay attention to volunteers and staff. 
4. Keep program fresh by continuously updating and revising it. 
5. Require pre-trip preparation by teachers and students. 
6. “Less talk and more action” are what middle school students want. 
7. Communicate expectations clearly to chaperones. 
8. Provide 21st century physical amenities. 
9. Tell local story and show its connection to national and world events and to 
students’ lives. 
Offer One Basic Program 
A carefully designed, hands-on program based on best practice is successful for 
everyone. Variations in the program were transparent to participants in terms of their 
satisfaction and their perception of the experience. The Civil War program, originally 
designed for urban students, worked just as well for all other school groups— 
suburban, private schools, home schooled students—and even the teacher workshop. 
Tailor to Individual Needs 
Encourage teachers and the site to discuss the program and their needs during the 
collaboration phase. At this time, teachers can arrange to adjust the timing of the 
program, modify some activities, align trip experiences to class objectives, address 
special needs that individual students may have, and make other adjustments that 
enhance the field trip experience for their class and their students. The Springfield 
Armory tailored each Civil War program to student and teacher requests and needs. 
That may be why the program was received so positively by all the classes. 
222 
Pay Attention to Volunteers and Staff 
Design the program to take advantage of the strengths and passions of those who are 
presenting. Their enthusiasm and love for the time period, place and/or people 
associated with the historic site touches the youngsters and draws them in to the 
activity. Students who are excited about a topic tend to learn more about it. 
Volunteers at historic sites, like those associated with the Springfield Armory, may be 
retired with other commitments and obligations to family and community; be 
sensitive to the needs, availability and requests of volunteers to keep them involved at 
a comfortable and sustainable level. 
Keep Program Fresh 
What was very important to staff and volunteers -changes, revisions, updates— 
helped to keep the program fresh even though these changes seemed transparent to 
the participants. It kept the staff engaged in developing skills and polishing their 
presentations, smoothing rough spots and staying on schedule. This probably helped 
to sustain the Civil War program and prevent burn-out. 
Require Pre-trip Preparation 
Teacher and student preparation was very important to the staff of the Civil War. 
They felt it improved student behavior and knowledge and participation in the field 
trip program. Generally, the more prepared the students were, the higher the level of 
presentation the staff made. Also, students who were more prepared seemed to 
benefit more from participation in the field trip. They appeared to be more engaged, 
more involved and to ask more in-depth questions than those who had little or not 
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preparation. However, once again, differences in preparation did not seem to affect 
participants’ overall satisfaction with the program. 
“Less Talk and More Action” 
Most of the (negative) comments and suggestions for improvement participants 
offered in the Armory program generally fit into this category. It is important to keep 
youngsters involved by keeping them moving. After students have been 
participating in an activity for a while, they need to move on to the next one. They 
can’t sit quietly for too long. Pay attention to timing and transitions by varying 
between quiet and active sessions. 
Communicate Expectations Clearly to Chaperones 
Chaperones are more effective when they know what they are expected to do to 
support the students and the staff. Clearly explaining chaperone duties, schedules and 
ground rules can prevent misunderstanding as well as students who become “lost” 
both literally (wandering out of bounds) and figuratively (their attention wandering.) 
After providing the Civil War chaperones with a laminated schedule and short 
description of their responsibilities, the Armory found that they were more helpful in 
guiding the students and keeping track of them. 
Provide 21st Century Amenities 
People are looking for something more modem than “rustic” or “quaint” when they 
visit historic sites, they want 21 century comfort. The site needs to provide enough 
comfortable seating, adequate facilities and accessible spaces to keep the participants’ 
minds on the program and off any deficiencies of the site. The site also needs to be 
sure there are enough supplies and materials for all participants to engage them fully 
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rather than having them waiting idly for “their turn.” Once the Armory added 
benches and tables and moved most of the program indoors, the (mostly negative) 
comments about the facilities disappeared. 
Connect Local Story to National Events and to Students 
The local story and its connection to national (world) events are important. 
Even something as significant as the Armory, the largest and most visible historic site in 
Springfield, Massachusetts, was unknown to many residents. “Oh, so that’s what’s inside 
the fence!” say students referring to the distinctive cast iron fence that surrounds the 
extensive grounds of what was once all federal property. Connections to today are also 
important. For example, the legacy of the men of the 54th Massachusetts Regiment to the 
current people in Springfield can be explored as well as the role of immigrants then and 
now. 
What Makes a Field Trip Great? 
In reviewing the research presented in this study, a dozen recommendations for 
offering a great field trip from the participants’ perspective are provided. Using the 
definition developed for this study, a good field trip has three elements: it is an effective 
learning experience, it is fun, and it runs smoothly and safely (see Chapter I). At first, the 
author attempted to tease out and identify those characteristics that lead to effective 
learning, those that contribute to having fun, and those that help a program run smoothly. 
Surprisingly, what students identify as the characteristics of “good learning” are the same 
as what they call “fun.” Participants seem to acknowledge a well-run field trip by the 
absence of comments about its problems. 
A great field trip has the following elements: 
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1. Hands-on, engaging activities 
2. Clear connections to curriculum goals 
3. Inquiry-based programs 
4. Authentic tasks 
5. Activities set in the past that “feel like back then” 
6. New and interesting experiences 
7. Collaborative activities that let participants socialize 
8. Multi-sensory experiences 
9. Creative opportunities 
10. Good pacing and timing of events and transitions 
11. Knowledgeable, passionate presenters 
12. Welcoming staff, comfortable site and facilities 
Hands-on, Engaging Activities 
The heart of a great trip is its program of activities. “Active, hands-on, concrete 
experience is the most powerful and natural form of learning” (Daniels, Bizar & 
Zemelman, 2001, p. 13). These hands-on and engaging experiences should take up most 
of the time spent on-site and should be designed to directly address each of the major 
goals of the program. 
The tried and true Boy Scout training motto of “Keep it simple. Make it fun!” is a 
wonderful guide to designing experiential programs. Each activity should be developed 
so that it is easy to provide and fun to do. 
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Clear Connections to Curriculum 
Students want to understand clearly how the field trip addresses their educational 
goals and to be ready for the activities. When identifying the curriculum standards, the 
historic site needs to include all the core subjects, especially at the middle school level 
where teachers work in teams. Interdisciplinary standards should incorporate the 
“special” subjects such as music, fashion and textiles, and photography that interest 
students, too. 
One way that many middle schools organize instruction is to use broad themes which 
are often interdisciplinary. Field trips are excellent for illustrating such general themes 
through individual activities about a particular (often local) event. An activity that 
provides detailed information can become the “hook” that grabs a youngster’s interest 
and also helps him or her understand the big idea. Many children learn by focusing on 
specific details of an experience and then using that understanding to expand their 
comprehension of the larger theme. In the Geography of Childhood (Nabhan & Trimble, 
1994), the authors explain how children learn about the natural world around them. They 
point out that children begin with small spaces and then move out to look at the wider 
world. “I’ve come to realize that a few intimate places mean more to my children, and to 
others, than all the glorious panoramas I could ever show them.” Likewise, this author 
believes that children start with small experiences of history that are close to them and 
then move out beyond the personal to embrace the wider scope of the human story. Field 
trips are especially suited to providing rich activities that can help youngsters draw 
connections from a particular event to national or even global historical ideas. 
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When the site and the classroom teacher collaborate to identify the educational goals 
of the field trip, they can also tailor the program to meet the needs of that class and of its 
individual students. The activities may be “tweaked” to better address the theme of the 
unit the students are studying. The timing of the trip is significant, too. Often, the 
district’s scope and sequence requirements will dictate when in the school year the field 
trip topic is taught. Every effort should be made to provide the field trip experience at the 
optimal time for it to be most effective for students. 
By working together, the teacher and the site can present the activities in a way most 
favorable to achieving their goals. The field trip should be embedded into the curriculum 
rather than offered as an “extra activity. The site can help the student make strong 
connections between the site and the classroom by providing the teacher with materials 
and resources. Some sites may choose to provide teacher workshops as part of a teacher 
training program. The site may suggest or require specific pre-trip preparation so 
students can successfully complete the activities. Well-prepared students participate 
more fully and exhibit less off-task behavior than those who have little or no pre-trip 
preparation. Following up the field trip with activities designed to let students review, 
reflect upon, and synthesize the experiences helps students to maximize the benefits of 
the program. 
Inquiry-based Programs 
Youngsters, like Socrates in ancient times, learn what they want to know by 
asking questions. Historic sites need to design activities so that participants are asking 
questions about the people, places and events. These questions may be ones that students 
have brought with them from their classrooms or their own independent research, or they 
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may be questions that are framed by the field trip program. Participants then need 
opportunities for investigating sources, including their own experiences, to collect 
information to address the questions. Finally, they need reflection time for drawing 
conclusions to those questions. Students need to be encouraged or at least allowed to 
construct meaning and to place the information in context. Some of this may be done on¬ 
site, but much may take place back in the classroom. 
Field trips are ideal places for students to do the work of professionals in the 
discipline. For the social studies student, it may mean acting like a historian, a 
geographer or someone from one of the other fields that make up the social sciences. 
When programs address inter-disciplinary themes, some of the activities will encourage 
youngsters to act like engineers, mathematicians, translators or other types of 
professionals beyond the social sciences. 
Authentic Tasks 
Students benefit most from real, challenging activities which require active 
thinking and doing rather than passive participation. It is important to clearly describe 
the goal and define success when presenting authentic tasks. The historic site needs to 
provide rich, complex ideas and materials that are designed for students to create 
solutions, not just find the one right answer. There needs to be enough time for multiple 
trials and enough materials for different approaches. Avoid “talking too much” so that 
the students can do the work and so become the ones who do the learning. Offer time for 
reflection and self-assessment as well as sharing. Tasks that have these characteristics 
permit authentic assessment of the student’s work. 
229 
Note that the concept of “keeping it simple” does not preclude doing real work 
which often incorporates complex ideas and materials. Rather, it has more to do with 
keeping the design of the activity elegant and uncluttered to best address the program’s 
purpose. 
Activities that “Feel Like Back Then” 
Participants really like the feeling of being “back then.” Historic sites transport 
students to the past by setting up a rich, time-period environment for activities. Field 
trips can make use of old buildings, artifacts, and documents as “props” to set the stage 
for participants to imagine themselves living in the past through role playing and re¬ 
enacting events. The site can provide costumes for dressing up, food from the time 
period, and other articles designed for “being there” in the past. However, it is important 
not to typecast students into roles according to old stereotypes. 
The activities and the site can tell the local story through specific artifacts and 
experiences. The historic site should highlight its local connections to national and world 
events. The program should explain the importance and significance of ordinary actions 
and people. Especially as part of the classroom follow-up activities, it is important to 
relate the past to today’s issues and experiences and to explore similarities and 
differences between then and now. 
New Experiences 
When students leave the classroom for a field trip, they look forward to doing 
something new and different. In recognition of this desire, the program should be 
designed with activities that are unique to site. This is the time to experiment with 
innovative and unusual projects that address the educational goals that have been set. 
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Participants want opportunities to try new things that are interesting, intriguing, 
educational, and informative. The site can arrange for variety through choices in 
activities and materials. 
The program elements should take advantage of being on-site. “Classwork” and 
“homework” can be saved for later. Students prefer to immerse themselves in the 
activities and the site without having to take notes or complete assignments. Those 
activities can be done more easily and more efficiently back in the classroom as part of 
the follow-up activities once the teacher is there to guide all the students, not just those in 
his or her chaperone group. 
Collaborative Activities 
Students often prefer to work collaboratively. Recognizing that real work often 
requires teamwork, the field trip program can offer them that opportunity. Collaborative 
activities let youngsters shine in different ways, taking advantage of the multiple 
intelligences students have (Gamer, 1993). They can take on different roles such as team 
leader, designer, builder, inspector, counter, artist, speaker, presenter, and model. The 
program can provide non-directed time for social and informal activities. 
Grouping is important to students. Chaperone groups are not always the right size for 
specific activities. The site should arrange for small groups when possible for effective 
programs. Note that many middle school students want to be with friends; however, it is 
good to avoid someone being left out when students choose their own groups. 
Randomly assigning students is a simple and quick way to break down a larger group. 
Another way to define groups is to arrange the seating so that it naturally defines groups. 
This gives students some self-selection. It is often helpful to regroup for different 
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activities. Open grouping is best for recess, lunch, and going to the gift shop so students 
can be with their friends. 
Multi-sensory Experiences 
Field trips provide rich, real experiences. Youngsters learn in different ways and 
field trips provide them opportunities that are difficult to offer in the classroom (Gamer, 
1993). They let participants see, hear, touch, smell, taste and sense what life was like 
then. Offering food to participants helps to keep their interest high, never mind that 
many youngsters say they are “always hungry.” The program can incorporate original 
artifacts into activities for kids to literally “touch the past.” These may include letters, 
photographs, and objects as well as the walls and even the buildings themselves. 
Students enjoy handling these items, even when gloves are needed to protect the artifacts. 
The historic site can also consider outdoor activities. These can range from walking the 
grounds and viewing the landscape to setting a session outdoors. 
Creative Opportunities 
One aspect of best practice that students enjoy is being creative. Open-ended 
activities that let youngsters express themselves can include crafts such as sewing, 
woodworking, and other period-based crafts; the visual arts including drawing, sketching, 
and photography; and the performing arts such as music, drama, and theater. Sites can 
promote make and take projects so that what students make become souvenirs or 
samples for reports. Compared to elementary students, middle schoolers have fewer 
opportunities to make things to take home and show off to their families or use as gifts. 
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Good Timing 
An obvious part of a smoothly-run field trip is its schedule. However, the pacing and 
timing of a trip also has an effect on how well students can learn and how much they 
enjoy themselves. The program needs to allow enough time for participants to complete 
each activity comfortably, but not so much time that they are bored or have to wait for the 
next event to begin. It may be necessary to teach skills and to modify projects for 
students to succeed in the time available. Trying out new ideas as part of a pilot project 
may help work out the kinks in an activity. 
Time needs to be scheduled for processing and reflecting at the end of each activity, 
even when it is expected that the teacher will continue this process back in the classroom. 
The program needs to pay attention to transitions and breaks. It is helpful to schedule 
these, especially lunch, at about the same time the class usually has them at school. 
Because students need physical activity, movement should be designed into program. 
Also, it is good to alternate types of activities so that there is not too much sitting or too 
much walking around at one stretch. 
Knowledgeable, Passionate Presenters 
The way participants perceive the staff, whether volunteer or paid, is very important 
to the success of a field trip. The site should encourage presenters to do “what they 
love.” Students are generally drawn into the program because the presenters are excited 
about the activity. Passionate presenters can trigger students’ own interests. The 
program can vary from one session to another to include volunteer specialties because 
differences in activities are transparent to participants’ perceptions of the program. 
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The site should design the field trip to promote personalizing the program. Students 
really, like knowing about people and their personal stories that connect them to the event 
or site. By keep groups small, presenters can relate more easily to individuals in the 
group. 
It is important to provide orientation and training for volunteers to help them 
understand the needs and characteristics of middle school students in their area. The 
historic site also needs to support volunteers by attending to them and their needs. 
Welcoming staff and Facilities 
Field trip participants, like all people, want to feel welcomed and valued. It is helpful 
to provide a host for each group to guide it through the program and to address issues that 
may arise during the day. As part of developing a strong relationship with the teacher 
and students, the site needs to offer a warm welcome when they arrive. The presenters 
must show respect for the participants especially when the students are being difficult. 
The program should have a clear ending with a strong closing and an invitation to return. 
Students want 21st century amenities. Even though historic sites may be quite 
“rustic,” today’s visitors really want modem facilities such as comfortable seating, bright 
lighting, and up-to-date restrooms. Students also expect good weather. Especially when 
outdoor activities are part of the program, the site needs to arrange to deal with 
uncomfortable or unusual weather conditions, even when the weather is seasonable. This 
may mean providing indoor shelter, alternate plans in case of rain or snow, seating in the 
shade, and protection from the wind. 
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Future Research 
There are two questions that further research might address. The first is, does the 
proposed model for designing and running local site field trips work? It would be helpful 
to provide the template to a local historical society or two and let them try it out. Using 
this model and information about best practice, will the historical societies be able to 
design and run an effective field trip? Will the results be similar in terms of participant 
perception to what was found in this study? 
The other issue is the question that led in a roundabout way to this research: Can 
field trips affect scores on MCAS (Massachusetts’ state standardized achievements tests) 
for the at-risk students in Springfield, Massachusetts? If students participate in the Civil 
War program, will they score higher on those questions on the MCAS about the Civil 
War era than those students who did not go to the Armory? 
More generally, the issue that is not yet explored is this: will participation in a 
field trip improve students test scores on standardized exams for those items dealing with 
the field trip’s topic? Other research has shown that students effectively remember what 
they have learned on field trips. This author would hypothesize that yes, it would, 
because students will learn more about the topic and be more likely to remember the 
information than if they took a “virtual tour” or were involved in an in-class activity. On 
a field trip, they are more engaged due to the interdisciplinary connections and are more 
likely to connect to other learning related to the field trip topic. In this study, students 
reported learning many historical facts and made very few factual errors on their 3-2-1 
Reflections. So hopefully, when they are taking high-stakes achievement tests, students 
would more readily remember what they had learned and respond more accurately. 
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Summary 
This research explored how to use local history resources to develop best practice 
field trips for middle school social studies students. It offers two sets of overlapping 
recommendations. The first reflects on the research from the historic site’s perspective 
by addressing the “So what does this all mean?” question. The second set of 
recommendations takes the point of view of the participants and identifies those elements 
that make a field trip successful. 
Recommendations 
This study has explored best practice for field trips from both a classroom 
teacher’s and an historical site’s perspective. This research has led the author to make the 
following recommendations about such field trips: 
1. Offer one basic program for all groups of students. 
2. Tailor the program to address individual teacher and student requests and 
needs. 
3. Pay attention to volunteers and staff. 
4. Keep the program fresh by continuously updating and revising it. 
5. Require pre-trip preparation by teachers and students. 
6. Less talk and more action” are what middle school students want. 
7. Communicate expectations clearly to chaperones. 
8. Provide 21st century physical amenities. 
9. Tell the local story and show its connection to national and world events and 
to students’ lives. 
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Using the definition developed for this study, a good field trip has three elements: it is 
an effective learning experience, it is fun, and it runs smoothly and safely. A great field 
trip has the following elements: 
1. Hands-on, engaging activities 
2. Clear connections to curriculum goals 
*3. Inquiry-based programs 
4. Authentic tasks 
5. Activities set in the past that “feel like back then” 
6. New and interesting experiences 
7. Collaborative activities that let participants socialize 
8. Multi-sensory experiences 
9. Creative opportunities 
10. Good pacing and timing of events and transitions 
11. Knowledgeable, passionate presenters 
12. Welcoming staff, comfortable site and facilities 
Future Research 
There are two questions that further research might address. The first is, does the 
proposed model for designing and running local site field trips work? The other issue is 
the question that led in a roundabout way to this research: Can field trips affect scores on 
MCAS (Massachusetts’ state standardized achievements tests) for Springfield, 
Massachusetts students? If students participate in the Civil War program, will they score 
higher on those questions on the MCAS about the Civil War era that those students who 
did not go to the Armory? 
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APPENDIX A 
MASSACHUSETTS STATE CURRICULUM FRAMEWORKS (2003) 
These are the standards that apply to 
The Civil War -Soldiers, Civilians and Armory Workers field trip program. 
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Massachusetts Curriculum Frameworks 
History and Social Science 
History and Geography 
7. Show connections, causal and otherwise, between particular historical events and ideas 
and larger social, economic, and political trends and developments. (H,G,C,E) 
8. Interpret the past within its own historical context rather than in terms of present day 
norms and values. (H,E,C) 
General Economic Skills 
Describe how the earnings of workers are affected by the market value of the product 
produces and worker skills. (E) 
US1.27 Explain the importance of the Transportation Revolution of the 19th century (the 
building of canals, roads, bridges, turnpikes, steamboats, and railroads), including the 
stimulus it provided to the growth of a market economy. 
US 1.28 Explain the emergence and impact of the textile industry in New England and 
industrial growth generally throughout antebellum America. (H,E) 
A. the technological improvements and inventions that contributed to industrial 
growth 
B. the causes and impact of the wave of immigration from Northern Europe to 
America in the 1840s and 1850s 
C. the rise of a business class of merchant and manufacturers 
D. the roles of women in New England textile factories 
US 1.31 Describe the formation of the abolitionist movement, the roles of various 
abolitionists, and the response of southerners and northerners to abolitionism. (H) 
A. Harriet Tubman 
B. Frederick Douglass 
C. Theodore Weld 
D. William Lloyd Garrison 
E. Sojourner Truth 
US 1.32 Describe important religious trends that shaped antebellum America. (H) 
A. the increase in the number of Protestant denominations 
C. the influence of these trends on the reaction of Protestants to the growth of 
Catholic migration 
US1.35 Describe how different economies and cultures of the North and South 
contributed to the growing importance of sectional politics in the early 19th century. (H) 
US 1.36 Summarize the critical developments leading the Civil War. (H) 
D. the Compromise of 1850 
I. John Brown’s raid on Harper’s Ferry (1859) 
US 1.37 On a map of North America, identify Union and Confederate States at the 
outbreak of the war. (H,G) 
US 1.38 Analyze Abraham Lincoln’s presidency, the Emancipation Proclamation (1863), 
his views on slavery, and the political obstacles he encountered. (H,C) 
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US 1.39 Analyze the roles and policies of various Civil War leaders and describe the 
important Civil War battles and events. (H) 
A. The Massachusetts 54th Regiment and the Battle at Fort Wagner. 
B. Antietam 
C. Vicksburg 
D. Gettysburg 
US1.40 Provide examples of the various effects of the Civil War. (H,C) 
A. physical and economic destruction 
B. the increased role of the federal government 
C. the greatest loss of life on a per capita basis of any U.S. war before or since. 
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Massachusetts Curriculum Frameworks 
Science and Technology 
May 2001 
STRAND 4: IECHNOLOGY/RNG1 NEE RING 
Science,ui^J^unfastand the natural world. Based on the knowledge that scientists 
is to solve practical problems through the development 
QL.Mgg..Qiligdmofogjes^ p 1 anning« designing, and construction of the 
project m Boston (commonly referred. to as the “Big pig■*) ]§ a 
gtMPfeMdjeehjM challenging project that draws on knowledge of earth 
science,.„p.hysics, and construction and lran sportai ion 
IggMNogy/erigiggerj|ig,works in conjunction with science to expand our capacity to 
Mjdereta^^ scientists and engine rsfir 
gidijdittojdg^ fiber optic technologies and other technologies in medical 
.l.hgy....aiso,ag|?|y;ihis scientific knowledge to develop such, modem 
as telephones, fax machines, and electronic mail 
A:l;fliOMgIljllc,term.M^»o/c^i- is often used bv itself to describe the educational 
iPElication.offeomputers.in a classroom,.instructionaf tecimobgy the much 
femad^eiijBgldLoftecli^^ . important, computers and instructional tools that use 
lew:of the many technological tnmwntiom m use today. 
igglMOloglgs, devejogMJ;!lg>ilg,h, englneering include the systems that provide our houses 
MUi..wat^ tunnels, and the cars that we dove: airplanes and 
ilMgccia.itvCfcIhi^iMBilJilDgtLDgicvcsioos, and computers^ maov oi today's children*s toyst 
and^geg^^ effects in movies. Each of these camejjhoigt jijgjhg result 
b , rr and Figure 1 on page 
53 to  . ngmeering design process. Begiitningin the early grades ap< 
students carry out- tin's design process in ever more 
more experience and knowledge, they are able to draw 
M-Oliier disciplines,,..especially mathematics and science.. to understand and solve 
problems. 
MtdaTt§^e.experi^ed technology users before they enter school. Their natural 
has ever watched a child 
dgggedly.,..wprk,.,,to.im^ of a paper airplane, or to take apart a. toy to explore 
engineers and inventors, builders of sandcastles at the 
Most students in grades PreK-2 are"fascinated with. 
j jrglibvc:-Dlgjcan||ne the sale use of tools and materials that underlie engineering 
.SO.fyli.Qns,..fe^ to manipulate materials that enhance their three- 
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dimensional visualization skills—an essential component of the ability to design. They 
identity and describe characteristics of natural and manmade materials and their possible 
uses and identi fy the use of basic tools and materials, e,g» glue, scissors, tape, ruler, 
paper, toothpicks, straws, and spools. In addition, students at this level learn, to identify 
tools and simple machines used for a specific purpose (e.g.. ramp, wheel pulley, lever) 
and describe how human beings use parts of the body as tools. 
Students in grades 3-5 learn how appropriate materials, tools; and machines extend our 
Ability to solve problems and invent They identify materials used to accomplish a-design 
task, based on a specific property and explain which materials and tools are appropriate to 
construct a gi ven prototype. They achieve a higher level, of engineering design skill by 
recognizing a need or problem, learn different wavs that the problem can be represented, 
ami work, with a. variety of materials and tools to create a product or system to address it. 
In grades 6-8, students pursue engineering questions and, technological solutions that 
emphasize research and problem solving. They identify and understand the five elements 
of a technology system (goal, inputs, processes, outputs, and feedback). They acquire 
basic skills in the safe use of hand tools- power tools, and machines. They explore 
engineering design: materials, tools, and machines; and communication. manufacturing. 
construction, transportation, and bioengineering technologies. Starting in these grades 
and extending through grade 10. the topics of power and energy are incorporated into the 
study of most areas of technology. Students integrate knowledge they acquired in their 
mathematics and science curricula to understand the links to engineering. They achieve a 
more advanced level, of skill, is engineering design by learning to conceptualize a 
problem, design prototypes in three dimensions, and use hand and power tools to 
construct their prototypes, test their prototypes, and make modifications as necessary. 
The culmination of the engineering design experience is the development and delivery of 
an. engineering presentation. 
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Massachusetts Curriculum Frameworks 
May 2000 
Mathematics 
Measurement 
Measure what is measurable, and make measurable what is not so. —Galileo Galilei 
Measurement is best learned through direct applications or as part of other mathematical 
topics. A measurable attribute of an object is a characteristic that is most readily 
quantified and compared. Many attributes, such as length, perimeter, area, volume, and 
angle measure, come from the geometric realm. Other attributes are physical, such as 
temperature and mass. Still other attributes, such as density, are not readily measurable 
by direct means. 
In PreK - K, students begin to make qualitative comparisons between physical objects 
(e.g., which object is longer or shorter, which is lighter or heavier, which is warmer or 
colder), and begin to use nonstandard units of measurement for quantitative comparisons. 
Building on existing measurement ideas, students in grades 1 and 2 become competent 
with standard units of measurement. Students gain understanding of ratio and proportion 
in the middle grades, and apply their new found knowledge to making scale drawings and 
maps that accurately reflect the dimensions of the landscape or the objects they represent. 
Greater familiarity with ratios enhances students’ understanding of the derived attributes 
(speed, density, and trigonometric ratios), their applications, and the use of conversion 
factors to change a base unit in a measure. 
At all levels, students develop respect for precision and accuracy by learning to select the 
tools and units of measurement appropriate to the situation. They also learn to analyze 
possible and real errors in their measurements and how those errors may be compounded 
in computations. 
Measurement 
js of objects and the 
Apply appropriate techniques, tools, and formulas to determine measurements 
Understand measurable attribute units, systems, and processes 
of measurement 
Students engage in problem solving, communicating, reasoning, connecting, and representing 
they: 
8.M.1 Select, convert (within the same system of measurement), and use appropriate units of 
measurement or scale. 
8.M.2 Given the formulas, convert from one system of measurement to another. Use technology 
appropriate. 
as 
as 
8.M.3 Demonstrate an understanding of the concepts and apply formulas and procedures for 
determining measures, including those of area and perimeter/circumference of 
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parallelograms, trapezoids, and circles. Given the formulas, determine the surface area and 
volume of rectangular prisms, cylinders, and spheres. Use technology as appropriate. 
8.M.4 Use ratio and proportion (including scale factors) in the solution of problems, including 
problems involving similar plane figures and indirect measurement. 
8.M.5 Use models, graphs, and formulas to solve simple problems involving rates, e.g., velocity and 
density. 
Massachusetts Curriculum Frameworks 
English Language Arts 
June 2001 
STANDARD 1: DISCUSSION - STUDENTS WILL USE AGREED-UPON RULES 
FOR INFORMAL AND FORMAL DISCUSSIONS IN SMALL AND LARGE 
GROUPS. 
Standard 2: Questioning, Listening, and Contributing - Students will pose questions, 
listen to the ideas of others, and contribute their own information or ideas in group 
discussions or interviews in order to acquire new knowledge. 
Standard 4: Vocabulary and Concept Development- Students will understand and acquire 
new vocabulary and use it correctly in reading and writing. 
Standard 9: Making Connections- Student will deepen their understanding of a literary or 
non-literary work by relating it to its contemporary context or historical background. 
Standard 23: Organizing Ideas in Writing—Students will organize ideas in writing in a 
way that makes sense for their purpose. 
Standard 24: Research—Students will gather information from a variety of sources, 
analyze and evaluate the quality of information they obtain, and use it to answer their 
own questions. 
Standard 27: Media Production-Students will design and create coherent media 
productions (audio, video, television, internet, emerging technologies) with a clear 
controlling idea, adequate detail, and appropriate consideration of audience, purpose, and 
medium. 
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APPENDIX B 
PROGRAM OBJECTIVES AND ESSENTIAL QUESTIONS 
For The Civil War -Soldiers, Civilians and Armory Workers 
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Springfield Armory National Historic Site 
The Civil War — Soldiers, 
Civilians and Armory Workers 
A WORKSHOP FOR MIDDLE SCHOOL STUDENTS 
OVERVIEW 
Objective 
Students will participate in a variety of hands-on activities to “experience ” life in 
Springfield during the Civil War so that they will understand what life was like for some 
groups of people in Springfield and how Springfield and the Armory contributed to the 
Civil War effort. 
Specifically, students will be able to: 
Identify major landmarks on maps of Springfield in 1827 and 1870, explain how 
geography influenced Springfield’s history, and identify ways that Springfield grew and 
changed through the Civil War. 
Identify significant roles Springfield and the Armory played in the Civil War and 
the events leading up to the conflict. 
Describe some of the significant contributions and activities of soldiers mustered 
out of Springfield, particularly those in the 54th Massachusetts Volunteer Regiment and 
the 9th Artillery Regiment. 
Describe some of the significant contributions and activities of civilians 
supporting the war effort, including women and children, African Americans [and Irish 
Catholics]. 
Describe some of the significant contributions and activities of armorers, 
including supervisors and shop workers. 
Describe some of the significant contributions the Springfield Armory made to 
the industrialization of America. 
Describe how the Armory and Springfield interacted with each other and the local 
economy through the Civil War. 
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Essential Questions 
How did Springfield’s geography influence the town’s history and the development 
of the Armory? 
Why was Springfield located here in the Connecticut River Valley? 
Why was the Armory situated in Springfield? 
What role did geography play in the Armory and Springfield’s development? 
How did the “Transportation Revolution” address the industrial and economic 
needs of the area especially with regard to railroads? 
What role did Springfield and the Armory play in the Civil War? 
How did Springfield contribute to the war effort? 
How did the Armory contribute to the war effort? 
How did Springfield and the Armory contribute to events leading to the Civil War? 
How did the abolitionist movement and the Underground Railroad affect 
Springfield? 
What role did Springfield play in the election of 1860? 
What did the Armory do to prepare for the coming conflict? 
What was the life of a Civil War soldier (from Springfield) like? 
Who were some of the Union soldiers from the Springfield area? 
What was it like to be a soldier? 
How did life of the “colored units” from Springfield such as the men in the 54th 
Massachusetts Volunteer Regiment differ from that of other soldiers? 
What was it like to be in an Artillery unit? 
How can we understand the Civil War through the eyes of people living and 
working in Springfield? 
What did the people of Springfield do to support their soldiers and their nation? 
In what ways did the small African American [and the Irish Catholic] community 
contribute to Springfield’s war effort? 
How did the draft affect men and their families in Springfield? 
What was life like for people in Springfield? 
What was it like to live in Springfield during the Civil War? 
What was daily life like? 
What were some of the differences among diverse groups of people? 
How did the presence of the Armory influence community life in Springfield? 
What was it like to work for the Armory? 
What were the working conditions at the Armory during the Civil War? 
What were some of the positions the men held? 
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In what ways did men at the Armory contribute to the war effort? 
How were armorers and the Armory regarded by others in Springfield? 
How did technology advances developed at the Armory affect the lives of people here and 
throughout America? 
What effect did technology have on the lives of Amory workers? 
What contributions did the Armory make to the Industrial Revolution? 
How was the economy of Springfield affected by the Armory? 
What were the interactions between Springfield, the Armory and the war effort? 
How did the Springfield area benefit from presence of the large influx of men 
needed to meet wartime production needs? 
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APPENDIX C 
SELECTED ARTIFACTS AND DOCUMENTS USED IN THE CIVIL WAR 
PROGRAM 
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Contents of Teacher Resource Tote Bag 
Background, Student Workshop Information, Participant List: 
• Armory Brochure 
• Welcome Letter 
• Agenda 
• Pre/Post Activities 
• Required Measuring Activity 
• Student Workshop Overview 
• Springfield Armory Background History 
• Newspaper articles: “Looking Backward” and “In and About Springfield” 
• Dioramas 1 and 2 of the use of buildings of Armory complex 
• 1870 Map of Springfield activity 
• “Springfield Fights the Civil War” by Tom Paine—article about the video 
• Museum Exhibits guide 
• Old Days at the Armory Packet—Springfield Newspaper 
• 1827 and 1870 Maps of Springfield, MA 
• Participant List 
• Evaluation—The Civil War and the Springfield Amory 3-2-1 Reflection 
Work of the Annorer 
• 1853 Rules and Regulations for the Workshops of the U.S. Armory 
• 1862 Armorer’s Oath 
• Newspaper article—Daily Republican Aug. 17,1862 
• Manufacture Muskets Assembly Line 
• Civil War Bullets and drawing of cartridge 
• 1861 Harpers Weekly showing women rolling cartridges 
• Meeting the Challenge of the Civil War—The Springfield Armory 
• Create a Lock Plate for 1863 Rifle Musket 
Home Front—Civilians Helping the War Effort 
• 1863 Recruitment and Lecture Hand Bills 
• 1865 Handbill—An Original Poem by Miss Alice S. Woodward—The American 
War 
• 1964—Meeting the Challenge of the Civil War Soldiers’ Fair Information folder 
• Recipe for Chewy Ginger Cookies—a Favorite of Eli Whitney 
• The Legacy of Superintendents and Commandants of Springfield Armory 
Information Sheet 
• Communications and Contributions 
• Information and Instruction about Stores (What and How to send items to 
soldiers) 
• Specific Instructions for Tanadala Hospital, Congo (bandage information) 
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• Urgent request from Congo 
• Newspaper article, “Forgotten Facts about Springfield, the Soldier’s Rest” 1966 
• 1864 brochureOOSoldiers’ Rest 
• Letter form Samuel Cabbie, 55th Massachusetts Colored Infantry 
• 1864 Soldiers Fair tickets 
• 1865 Soldiers Fair City Hall Springfield Hebrew Writing 
• 1861 Letter from W.A. Ferind—Dear Helen 
• 1862 Bradish letter unabridged and abridged 
• Leonard C. Field Jr, paper: The United States Armory’s Influence on the Growth 
of Springfield 
• Prices of Common Goods in Springfield During the American Civil War 
Life of the Civil War Soldier 
• Poster—Springfield Firearms 
• Newspaper article—Springfield Republican Aug. 15, 1862 “Men of Springfield” 
• Broadsides—“The Draft!” 54th Regiment 
• Draft Notice—1864 
0 1864—Springfield Mayor notice regarding exemption from military service 
• 1862—Medical Examination Form 
• The Civil War Soldier—Information 
• The U.S. Rifle Musket Information Sheet 
• The Procedure for loading a Civil War Rifle Musket Information Sheets 
• Commands to Load the 1816 Flintlock, 1861 Rifle Musket and 1873 Trapdoor 
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Springfield Armory National Historic Site 
Buildings & Grounds Used 
The Main Arsenal Building (1850) Building 13 
Quarters 1 (1846) (Building 1) 
The Quadrangle or Parade Grounds 
Campus of Springfield Technical Community College (formerly the Hill Shops) 
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APPENDIX D 
OVERVIEW OF THE FIELD TRIP PROGRAM 
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The Springfield Armory National 
Historic Site Presents 
The Civil War —Soldiers, 
Civilians, Armory Workers 
6 hr program ONE Group 
9:00 -9:15 Introduction (Joanne) (15) Theatre 
Orientation to Springfield Armory, brief history, STCC, NPS 
Connections. Object of the day; to learn about the Civil War 
From 3 perspectives - Soldiers, Civilians at home, and Armory Workers. 
It will be a hands-on day. Please ask questions and enjoy your time here. 
TEACHERS AND ADULTS you are expected to assist with the activities and 
maintain management of your students. 
9:20— 10:20 Lock Plate (Rich, and VIP’s)(1 hr) 
Classroom 
Lock Plate manufacture. Make an 1863 Rifle Musket Lock Plate. Take the 
Required Loyalty Oath, put on your aprons and then go to work for the Armory. 
Maybe you’ll be selected to be an inspector. Work as a team, figure out the math 
and perhaps shortcuts to earn your pay (gold chocolate coins). Watch a film clip 
showing Armory technology. 
10:30 - 1 1:20 Infantry Soldiers (Charles) (50) 
Quarters 1 
FIRST TAKE ON THE IDENTITY OF A CIVIL WAR SOLDIER. Cards are 
given to each student. They read the information. Then the group is asked how 
many belong to 46th, 10th, 27th, etc. Who is a General? Who was wounded? Who 
was bom in another country? 
Find out how a black soldier’s experience was different and similar to white 
soldiers. Handle the contents of a haversack. Try some hard tack and be grateful 
for civilian life! Try on a cap and jacket. Leam to march correctly. 
INTRODUCE firearm safety and briefly introduce the Civil War rifle loading 
procedure. Lead students to the blank firing demonstration area. 
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1 1: 25 - 1 1:40 Firing Demonstration (Rich, Charles, 
Maint.)(15) Field 
Find out about the firearms used in the American Revolution, 1812, Civil War, 
Spanish American War and Indian Wars. Introduce the Flintlock Musket, Rifle 
Musket, and Breechloader Trapdoor. RIFLE MUSKET has already been covered 
earlier. Hear, Smell, see the firearms shot and decide which one you would rather 
have to use in battle. ALL 3 persons firing take l/3rd of the students sectioned off 
and while holding the weapon allow each student to feel the weight of 
the firearm. 
1 1:45 - 12:25 Lunch (45) Classroom 
or Grounds 
Eat a bit and then check out the museum exhibits and gift shop. 
12:35 - 1:20 Artillery Soldiers (Red) (55) 
Classroom 
Learn all the positions to fire a cannon and the many steps and tools required to be 
safe. Discover the importance of math and science to the firing of the cannon. 
Maybe you’ll be the gunner and be able to wear the artillery coat and instruct the 
team to fire the weapon. Watch a film clip from the movie, “Gettysburg” and hear 
a recording of cannons blasting. 
1: 30 - 2:40 Social Call, (Joanne and VIP’s) (1 hr 15) 
Quarters 1 
Social at home. Visit your neighbors and support the troops. Help make 
bookmarks, decorate a booth for the Fair, roll bandages to help soldiers, or make a 
cloth doll to sell. ALL students make a paper cartridge and choose 2 more 
activities. Take a break and have apple juice and ginger cookies while listening to 
living history interpreters explain sugar shortages, and news from the battlefield. 
Tour the Commanding Officer’s Quarters and experience the private side of the 
leader of the Armory and the servants who lived at the home. 
2:40 —2:45 Evaluations 
Give out calendar of events and NPS maps etc. 
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Springfield Armory National Historic Site 
The Civil War — Soldiers, 
Civilians and Armory Workers 
A WORKSHOP FOR MIDDLE SCHOOL STUDENTS 
Overview of field trip 
This field trip has been designed to provide hands-on experiences in several 
major areas: life as a soldier in the Civil War, life as a resident of Springfield involved 
with the war effort, and life as a worker at the Springfield Armory. Pre- and post¬ 
activities are offered to explore the significant contributions made by Springfield to the 
Civil War. Some of the activities focus on the Armory’s role in developing and 
manufacturing new technology and its contribution to the local economy. These 
activities (like the ones provided during the field trip) are based on historical artifacts 
and documents from Springfield and are designed to complement the field trip. 
The field trip aligns with current Massachusetts standards in U.S. History I. 
Because middle schools are organized around inter-disciplinary teams, the field trip 
activities also align with middle school standards in mathematics, in science and 
technology and in language arts. 
There will be a series of activities for this full-day field trip. Teachers can 
select specific activities tailored to their groups. Based on the availability of volunteers, 
the weather, and time requirements of the group, the program will vary slightly from one 
day to another. Currently, one classroom group of approximately twenty-five students 
each can be accommodated each day. 
• Students will explore the Armory and the grounds. Using historical maps, 
students will take a look at the city as it was in the nineteenth century. They 
will learn about the arms manufactured at the Springfield Armory from 1794 to 
1968 and the technological advances. Students will be able to take a short 
walking tour of the grounds to view the buildings and open spaces, much of 
which was designed and built in the early to mid-nineteenth century. There are 
opportunities for students to explore the Armory Museum, turn on an original 
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Blanchard lathe, and even visit the gift shop. As part of this activity, students 
will make “paper cartridges” for the musket rifles used during the Civil War. 
• Students will explore life as a soldier. They will assume the identity of a 
Springfield area man (or woman) serving at the front with information provided 
in a dossier of his life. They will interact with living history re-enactors in 
period uniforms and examine the accoutrements of a soldier’s life. In addition 
to being able to try on and touch “artifacts” (generally reproductions) relating to 
their rank and service assignment, students will be able to see some of the foods 
eaten then, and even try eating hardtack biscuits. Students will learn to “march” 
as a member of the 54th Massachusetts Volunteers (colored) and to “fire” a 
cannon as a member of an Artillery Company. 
• Students will participate in a social call at the Superintendent’s Quarters. 
Here, in a handsome mid-nineteenth century home, they will glimpse at life for 
civilians supporting the war effort. Students will explore sections of Quarters 1, 
which Colonel Ripley built for himself to provide suitable housing for the 
Armory’s commanding officer. Costumed interpreters representing different 
social and ethnic groups will present life as it may have been for women and 
children with loved ones off fighting. Information and artifacts showing aspects 
of nineteenth century life and the cost of living in Springfield will be displayed. 
Some clothing is available for students to try on. In one parlor, students will 
make simple crafts to be “sold” at Springfield’s 1864 Soldiers Fair to raise 
funds for the Soldiers Rest. In another parlor, they will roll bandages and make 
other items to comfort soldiers both in Springfield and at the front. In the 
formal dining room, students will enjoy simple refreshments and try on some of 
the manners and customs of the day. One activity in the planning stage is the 
Soldiers Rest. When the train pulls into “Union Station” (the front porch) the 
students will hurry to Springfield’s Soldiers’ Rest located next to the train 
station. Here they will either “become” the wounded men or returning soldiers 
passing through Springfield or they will “become” those who brought what 
comfort they could to these men. 
• Students will become workers at the Armory. For this activity, students will 
be assigned various roles such as inspector and armorer. They will be given 
materials and instruction to manufacture (simulated) gun lock plates. As part of 
this activity, students will experience some of the working conditions during the 
War of Rebellion including taking the loyalty oath and being “paid” piecework. 
They will be given an opportunity to work as shop teams and to discover the 
efficiency of moving from individually crafted items to using the American 
System of Manufacturing. In the debriefing, students will review some of the 
important advances the Armory made to the Industrial Revolution. 
• Students will have some time during the lunch break to try out different 
children’s games and activities of the mid-nineteenth century. 
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• The program will include a blank firing demonstration of firearms used in the 
nineteenth and early twentieth century that were manufactured at the Springfield 
Armory. 
Two optional side trips that a teacher might arrange include short walks through the 
neighborhood with its wonderful 19th century homes, churches and other buildings to 
• The Springfield Cemetery to examine Civil War graves and monuments. 
• The Quadrangle to explore the Connecticut Valley Historical Museums collection 
of Civil War era documents, artifacts, and displays. 
Students need to bring bag lunches, dress for the weather, and wear comfortable 
walking shoes. Many students will find a small notebook and pencil helpful. Cameras 
are welcome. Please, no backpacks or large bags. All visitors must enter the Armory 
museum through a metal detector. 
Preparation: This field trip will be most successful if students have had at least 
some preparation. Teachers who have participated in the Teacher Workshop will have 
received many documents and resources that can be used in preparing for and following 
up the field trip activities. 
There are three specific pre-trip activities that are required in addition to any 
general class instruction about the Civil War. 
• View and discuss the WGBY video, Springfield and the Civil War. 
• View and discuss the Springfield Armory video. 
• Practice measuring skills required for making the gun lock plates. 
We also strongly recommend that students 
• Learn some basic vocabulary and technology about rifle-muskets. (See the 
poster about Arms from the Springfield Armory. 
• Read and discuss the Springfield Armory National Park Service brochure. 
The photograph shows the Armory c. 1864. 
A minimum of three class periods of preparation specific to the trip are 
necessary. We recommend that teachers take more time so their students can get the 
most out of their experiences away from the classroom. The videos provide background 
information as well as specific orientation to the field trip. They are available for loan 
free of charge when you book your trip. Many teachers show the video about Springfield 
first to orient students to what is going on in Springfield and to place the trip in context 
with other studies about the Civil War. The second video about the Armory helps 
students prepare for their workshop as armorers and to learn about what they will see on 
their visit. The math skills are essential for the armorer’s task; we have found that 
students who have difficulty with these skills become frustrated and “earn” less than 
others. Students who are prepared have more fun and learn more from the 
activities. 
Reflection: Students will be asked to complete a simple “3-2-1 Reflection” of their 
visit before leaving. They will identify three things they learned, two things they 
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especially liked, and one suggestion for improving the experience. Teachers will be 
asked for their feedback. Teachers will be encouraged to follow up the field trip with 
additional activities relating to the Springfield Armory, Springfield and the Civil War. 
The basic Civil War unit typically taught in middle school can be presented either before 
or after the field trip. 
Follow-up Activities: Several suggestions are provided in the packets for post¬ 
visit activities. These can be used specifically for Social Studies classes or by teachers in 
other disciplines. Research has shown that students who complete follow-up activities 
retain more information and demonstrate more accurate and complete conceptual 
knowledge than those who don’t. 
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APPENDIX E 
OVERVIEW OF THE TEACHER WORKSHOP 
The Springfield Armory National 
Historic Site 
Presents 
The Civil War — Soldiers, 
Civilians, Armory workers 
Teachers Workshop March 12, 2005 
9:00-9:30 Registration 
Classroom 
Registration , Coffee, juice, Danish, fruit, & hot chocolate 
*CoIlect workshop checks, hand out packets, name badges, show 
table with hand outs and reference materials. 
*Give out raffle tickets and explain rules and prizes. Conduct the 
first raffle. 
*Encourage them to mingle and to read the day’s schedule, 
welcome letter and peek at the sections of the two folders. 
9:30- 9:45 Welcome and Overview 
Introduction to the Teachers’ Workshop and to the Student 
Field Trip/Workshop 
^Repeat for those who just came and missed registration. 
^Springfield Armory, ask how many have heard of this historic site 
and/or 
have visited here before? 
*Logistics: Bathrooms, water fountain, and lunch protocols for 
the day. Raffle 2 will be conducted. **Encourage us to speak up, as in 
the past evaluations have said some couldn’t hear our presentations. 
* Today, you’ll learn about the Civil War from three perspectives. 
You’ll meet reenactors and volunteers and Armory staff helping to give 
you a tangible experience from these many perspectives. The overview 
of the Student Workshop in packet 1, first pouch, details the objectives 
and academic areas that are met by this program. 
* As you participate in each activity, remember that you have 
materials in your packets that could serve to be a pre or post lesson 
plan. Completion of a lesson plan is required for the 10 PDP’s. You 
aren’t required to bring your students, but of course we hope you will 
this year of next. We can make arrangements from Oct - June every 
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year and teachers have reported that bringing 40/max of students a day 
works well. Fall and winter programs are great for kicking off a Civil 
War unit. 
* Go over packet number one. Ask them to put their names on 
the packets and go over the agenda and mention 3 Raffle times and we 
will end in the classroom. 
* Any questions with the agenda for the day? Go over briefly. 
9:45- 10:15 Arms for the Nation (Folder #2) 
Theater 
Learn the weapons used before, during and following the Civil War, and the 
advantages and disadvantages for soldiers. 
*Need to set up Flintlock, Percussion, and Trapdoor with 
accoutrements. Wooden blanks, shoe last, images of Blanchard, 
instructions to fire the Flintlock musket. After demo of loading, let 
group feel the weight of the Flintlock. 
*Explain consequences of changes in operation and how firearms 
technology led to major changes in the consumer products market 
(keys, baseball bats, furniture) and made the US a world industrial 
power, connected to bicycles, and automobiles. This is UNLIKE the 
Textile Industrial Revolution such as occurred in Lowell. 
10: 15 — 11:00 Who are you? 8c Maps (second folder) 
STCC 7th FL 
Discover which soldier you are that mustered out of 
Springfield and what happened to you. Then, compare Spring- 
Field maps of 1827 and 1870 and see the influences of the Armory Technology on 
the world. 
*Pack up maps and large demo maps and dossiers to hand out (in 
folder #2 “life of Civil War soldier” section) Arrange with STCC to 
open the 7th floor around 10am. 
*Start out at table or in chairs and ask for help handing out cards 
and maps. Ask all to read about who they are and pick out 3 facts to 
share, (regiment, whether they were killed or injured, rank, etc.) 
* Then, ask for two volunteers to hold the large demonstration 
maps. 
1 1:00- 11:15 Paper Cartridges 
Front Tower Make paper cartridges with “powder” and “shot.” 
Learn about the important work of women. 
263 
*Show the large poster of rolling cartridges. Demonstrate 
making one. 
^Introduce dioramas to those who get the cartridges made first. 
11:15-12:15 Lock Plate manufacture (Folder 1) 
Classroom 
Take the required Loyalty Oath and then go to work 
for the Armory. Work as a team, figure out shortcuts and 
earn gold chocolate coins. Maybe you’ll get to be an inspector. 
*Remind to wear aprons and take oath and show steps. 
Mention the Packet and materials that are in there to use at 
schools. 
12:15- 12:45 Lunch, Games & Conversation 
Classroom 
*Conduct Raffle 2. Play cards using Civil 
War deck. 
*Encourage to peruse the reference materials. 
12:45-1:30 Social Call, Soldiers’ Fair (Folder #2) 
Quarters 1 
Visit your neighbors. Help make bookmarks and 
roll bandages to benefit the Soldier’s Rest and 
the 1864 Springfield Soldiers’ Fair. 
* Put out on table in the parlor at Ql, books on Civil War letters, 
womens’ clothes, black soldiers, bandages information, recruitment 
flyers 
* Use the paper about Q l’s occupants and Mary and Mariann’s 
paper 
* Greet the teachers on the porch and explain what they are about 
to do and who s home it is. Explain how this is a social where women 
and families gathered to support the troops, make items and listen to 
letters from the battlefield. 
*Mention the 1864 Soldiers’ Fair and Soldiers Rest. Show images 
of the Fair. Explain that plans for this year will be to make dolls, and 
decorate frames of wood to simulate the booths that would have been at 
the Fair. Bookmarks and rolling bandages will continue to be options 
as well. 
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1:30- 1:45 Firing Demonstration (Folder #2) 
Parade Field 
Hear, smell, see a live blank firing demonstration of 
Springfield Armory firearms used before, in and 
after the Civil War. 
* Arrange to have ammunition ready a few days prior. Have 
firers arrange to be out on the field by 11:45am. 
*Very briefly introduce the weapons and fire. No need to explain 
loading, as this is done during the morning session on Arms for the 
Nation. This is meant to be a sensory experience, see, smell, hear. 
Touch is done in the morning. 
1:45-2:15 (Charles) Artillery and Infantry (Folder 
#2)Quarters 1 8c 
2:15 — 2:50 (Red) Soldiers 
Classroom 
Visit soldiers; take a position to learn how to fire cannon. 
Handle the contents of a haversack. Find out how a black 
soldier’s experience was different and similar to white soldiers. 
Try some hard tack and be grateful for civilian life! 
*Set up the display unit with items from haversack. Then lay out extras. 
Be sure to have teachers handle the things, try on uniform jacket, hat, 
shoes, explain the “housewife”. Let them sample hard tack. Offer 
water and cups. Explain there is information in their packets about the 
life of soldiers and this year they are receiving a wonderful piece, the 
text and images used at Conn. Valley Historical Museum for their 
“African-Americans and the Civil War” exhibit. 
2:50-3:00 Evaluations, PDF Certificates 
Classroom 
* Conduct Raffle 3 
**Information to sign up for student field trips. 
** Set dates to complete lesson plan and write on PDP certificates. 
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TEACHER’S PACKET 
The Teacher’s Packet is provided to teachers who attend the Armory Workshop. This 
contains a wealth of information about the Springfield Armory and the City in the 
mid-nineteenth century. Many of the documents date from the Civil War era and are 
specific to Springfield. Others provide more general information or background material 
designed to help he teacher and student prepare for the field trip. These resources can be 
used to tailor class presentations to meet the needs of the students. We have found that 
students who are well-prepared find the trip most enjoyable. 
Ten PDPs (Massachusetts Professional Development Points) are available to 
teachers who attend the workshop (6 hours) and complete the follow-up activities. 
These include viewing the two videos and preparing lesson plans (4 hours.) The lesson 
plans need to include the pre- and post-activities. To document the completion of the 
workshop, copies of the formal lesson plans must be sent to the Armory. Any basic, 
formal lesson plan format may be sued. Please specify which of the documents and 
materials provided in the Teacher’s Packet are being used in the lessons. These plans 
may be made available to other teachers. 
Overview of Pre- and Post-Trip Activities and Resources 
* Required pre-visit 
Research has shown that students who are well-prepared benefit most from field trips. 
Only teachers who have participated in the Teacher’s Workshop are permitted to 
schedule class trips. Experience with this program has led the Armory to require that all 
students have a minimum ot three class periods of instruction specific to the activities 
students will be doing. More time is recommended. It is also beneficial for the teacher 
who is leading the trip to review “the order of the day” so students are prepared for the 
kinds of activities they will be doing. 
* Video of Springfield and the Civil War 
Overview of the city and its support of the war effort. Locally produced. 30 min. 
I pi efer to take at least two or three class periods to present this film and the information 
in it. Many students have had little (if any) local history and are fascinated by how 
Springfield was involved in the Civil War. I use this video in conjunction with some of 
the documents available in the Teacher’s Packet. As students view and discuss the 
content of the film, I point out what we will be doing and seeing during the field trip. 
* Springfield Armory video 
Describes contribution of Springfield Armory to America. 25 minutes 
This video nicely explains the mission of the Armory. It presents the role the Armory had 
in the Industrial Revolution. Students are often surprised by the significant place their 
hometown holds in the nation’s history. Because it was filmed on the grounds of the 
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Armory, students can preview the places they are going to visit and some of the activities 
they will engage in. 
* Measuring Activity 
Review (reteach as necessary) of math skills required to successfully make gun plates. 
Skills include measuring to fractions of an inch and transferring measurements. 
Note: these skills are crucial to student success in the lock-making activity! Some teams 
present this information in the math classes. Most students require one full period to 
master these skills (which are also required for the MCAS tests.) 
Springfield Armory National Park Service brochure 
Describes mission and history of Armory from 1794 to 1968. Illustration of Armory 
grounds during Civil War. 
This is a good companion piece to the Armory video, since it provides in writing some of 
the main points of the film. I let students preview the brochure before showing the film. 
Vocabulary and description of arms 
Poster of early arms with vocabulary (e.g. lock, stock and barrel). Illustrations (cut¬ 
away) of Rifle-Muskets (1855, 1861, 1863). Illustration of firins a rifle musket. 
These posters and diagrams are helpful for students to understand what they will be 
“manufacturing” during the armorers segment of the field trip. It also helps them 
understand what they will see with the blank firing demonstration. I generally present 
this information along with the Armory video. 
Map Activity 
Comparison of Springfield today with Springfield in 1870 and 1827 
These maps of Springfield show how it grew from a town to a city. Students are 
encouraged to locate their homes, their schools and houses of worship, and other 
significant landmarks on all three maps. Locating the railroad, bridges and highways 
help students to understand how the Transportation Revolution affected Springfield. 
Culture Wheel and Letter 
This post-trip activity helps students record and summarize what life was like for 
Armory workers and soldiers and civilians during the Civil War. 
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APPENDIX F 
3-2-1 REFLECTIONS FOR STUDENTS AND TEACHERS 
268 
The Civil War and the 
SPRINGFIELD ARMORY 
3-2-1 Reflection 
Please reflect upon your visit here today. We would appreciate it very much if you 
would complete the following: 
Identify three (3) new things you learned on this trip. 
1. 
2. 
3. 
Describe two (2) of the activities you liked best. Please explain why. 
1. 
2. 
Provide one (1) suggestion for improving this field trip. 
1. 
Comments? 
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The Civil War and the 
SPRINGFIELD ARMORY 
3-2-1 Reflection 
Please reflect upon the Teacher's Workshop. We would appreciate it very much if you 
would complete the following: 
Identify three (3) new things you learned on this trip. 
1. 
2. 
3. 
Describe two (2) of the activities you liked best. Please explain why. 
1. 
2. 
Provide one (1) suggestion for improving this field trip. 
1. 
Comments? 
In addition to the general reflection, it would help us to have feedback about each 
activity. Please comment upon the following: 
Registration and welcome 
The site orientation 
“Arms for a Nation” 
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The “paper cartridge” making activity 
The Gun Lock Plate Task and the work of an armorer 
The social call—the tea party and the crafts 
The reencator’s encampment 
Firing Demonstration 
The quality of the materials provided 
Did this workshop meet your expectations? Please explain. 
Do you plan to bring your students to the Armory for the Civil War Field Trip? 
Thank you so very much for your participation. We hope that this has been both fun 
and a learning experience for you. 
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